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DEDICATION
It is with great love and admiration that 1 dedicate this dissertation to my dad,
Arthur K. Linville. I love him with everything I have. Throughout my life he has
provided constant support, encouragement, strength and nudging. He nudged me to
push beyond the 'normal' boundaries of life to achieve everything possible. His
strong will and persistence have illuminated a path for me to follow. It is in
following that path that I have completed this project.
While working on this dissertation, Dad passed away February 8, 2001. Until
his last breath, he was concerned that I would fall behind since I was taking time to
care for him. What he didn't realize that it was because of my love and care for him
that I moved forward with a persistent pace, just like he wanted me to do. In paving
the road for this research I have found that it is special people who inspire us to move
beyond the boundaries of ourselves.

A beaten path is just that, paving a new one

opens up so many possibilities and strengthens our faith. I've also been taught that
life is not something to sit back and wait on. Instead we must go out and chase it and
dance with it.
I hope you '11 never fear those mountains in the distance,
Never settle for the path of least resistance.
Living might mean taking chances but they 're worth taking
Loving might be a mistake but it's worth making
May you never take one single breath for granted,
God forbid love ever leave you empty-handed.
I hope you still feel small when you stand beside the ocean
Whenever one door opens, I hope one more opens
Promise me that you 11 give faith a fighting chance

And if you get the choice to sit it out or dance,
I hope you 11 dance.
(Lee Ann Womack, / Hope You 'II Dance, 2001)
Thanks, Dad for dancing so that I could watch you. Thanks for dancing with
me, nudging me to dance also. As you watch from above, notice how my tracks are
similar to yours, and always remember that I love you.
The grandmother I share in Chapter I is Dad's mother. I am grateful to her for
her expertise as a mother, teacher, administrator and grandmother. So many
personality traits from her and my dad have been put in my pocket to carry on.
expect them to live on.
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The field of educational leadership is currently experiencing an era of
educational change. Women who work in primarily male-dominated careers as
principals of middle schools have experienced a variety of complex issues related to
their leadership roles and their gender roles. There has been a notable increase in the
number of female principals in Georgia, and in the nation, therefore the role of the
principal was studied to determine how much this role has changed. Feminist
standpoint theory was used to provide different insights and perspectives about the
problem of marginalization of women in educational administration. Georgia middle
school principals were the subjects of this study. Through self-evaluation, interviews
and faculty surveys, their leadership was examined. Demographic variables impacting
these Georgia women were also researched.

X

Information was gathered about female principals as well as directly from
them. This helped to gain a broader, more comprehensive, view of the work they do.
Qualitative data, through interviews, were also collected in order to crystallize the
perception of the principals. It provided a deepened and complex partial
understanding of their work as principals. Discourse analysis was utilized to interpret
interview data.
A profile of Georgia's female middle school principals was created from a
survey that included personal and professional demographic information. Through
interviews, the principals richly described their leadership styles with a large
emphasis on collaboration and teamwork. These women tended to highly value
relationships and caring for others.
The external structure of administration appeared resistant to internal pressure.
Such structure depends upon subordination. The female principals reported having a
sense of this structure. They called it "playing the game" of leadership. Similarly,
female principals felt forced to be less "feminine" in order to be a "good principal".
Due to socially constructed gender traits, women tend to possess strong people-skills
and value relationships. Georgia's female principals were perceived as strong leaders
and rated them higher than the principals did themselves.
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Chapter I
Introduction: Societal Barriers and Historic Trends Impacting
Female Middle School Administrators
Introduction
In Western society, patriarchal organization of our culture has been the norm.
People have also been divided into classed, sexed, and raced categories. This
organization has been evident in schools as well. While women have filled a vast
majority of the teaching positions, men have heavily dominated school administration
(Dunlap & Schmuck, 1995; Grogan, 1996; Tyack, 1974).
Until the late nineteenth century, women frequently held the dual responsibility of
teacher/administrator in one-room schoolhouses (Blount, 1998). In the early 1900s, as
schools began to consolidate, male principals were appointed. The reform movement at
this time aimed to standardize and impose more control over the management of schools
(Blount, 1998; Tyack, 1974).
Commensurate with society's norms, men were primarily seen as the stronger sex
and therefore, were chosen to be the principals in charge of the almost entirely female
faculties producing an "educational harem" (Tyack, 1974). Since men were "vested with
sufficient authority to keep all subordinates in their proper places, and at their assigned
tasks," they controlled the entire school environment (Tyack, 1974, p.59). Thus, schools
were replicating the society's male-dominated culture. David Tyack states that:
Hierarchical organization of schools and the male chauvinism of the larger society
fit as hand to glove. The system required subordination; women were generally
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subordinate to men; the employment of women as teachers thus augmented the
authority of the largely male administrative leadership, (p.60)
According to social custom, men were to be in charge while women were required to
adopt more docile roles. "Women, then, essentially have little formally structured control
over the purposes or conditions of the profession they dominate numerically" (Blount,
1998, p. 156). This trend has been continued since the early 1900s.
In the early 1900s, my grandmother was a school leader and challenged masculine
norms once the educational administrator notion became overtly promoted. Louise
Linville, was a one-room schoolhouse teacher (and administrator) of the Hildreth School
in rural Kentucky (See Figure 1). She was the wife of a farmer, Jack, and had one son,
Arthur who needed an education. The community urged her to be "the" teacher of their
6-18 year-olds, since she had a few years of earlier teaching and principalship experience
in Florida. She agreed. Her title "teacher" does not include the numerous administrative,
custodial, medical and clerical duties she fulfilled. As students rode their horses to
school, my grandmother drew water from the well, made sure coal was available for the
potbelly stove, and planned lessons using limited resources. In order to make this school
successful, she enlisted the community to help with these duties and responsibilities.
According to my father, they knew they "had to pitch in or their children wouldn't have
much of an education" (Linville, 2000).
She decided to gain a formal education at Millersburg Women's College. During
the summers, she rode the train to Millersburg, about a two-hour ride, for a week s worth
of classes, leaving my father at home with others to care for him. His father was
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primarily responsible for Arthur's care. Such nontraditional family practices in the 1930s
were uncommon, yet this family adopted them.

Figure 1. The Hildreth School was a one-room school house where my grandmother,
Louise Linville served as teacher and administrator from 1925-1940. It is located in
Carlisle, Kentucky.

Following the attainment of her Master's degree from the University of Kentucky,
in 1940, schools became consolidated. She was highly qualified, had 16 years of
experience as a leader of a school, yet was put into the classroom while a male principal
was named. When she inquired about the principalship, she was told that men would be
in charge, since they were stronger and handled business in a more complete manner.
The community desires were no longer considered as important as the defined roles
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described by David Tyack (1974). During her subsequent years as a high school math
teacher, my grandmother developed little respect for some of her principals. The ones
who were not concerned about the children, did not support teachers with discipline, and
did not treat the female teachers like he did the males, were not respected by her. She
ultimately handled her classroom like a one-room schoolhouse, involving these principals
in very little of the proceedings, since she lacked respect for them (Linville, 2000).
Although it has been 40 years since she was an educator, I have encountered
similar situations where I have been limited by being a woman. I obtained my leadership
certification the same year that my school, Marvin Pittman Laboratory School, was being
closed (1998). I was assigned to teach at a middle school, which was in need of an
assistant principal. The principal would be new and she was an African American
woman.

Although I had the credentials, support from many, and was extremely

interested, I was not considered for the position primarily due to my gender. I strongly
supported the employment of an African American woman as principal and would have
valued working under her leadership. The choice of this woman for principal indicates
the progress that has been made since the 1950s. Yet, the focus on balancing gender
quotas for administrative positions appeared to be a primary goal, instead of considering
other pertinent qualifications for the assistant principal job.

I question the merit given to

the gender balance of schools as being a major determinant in choices for administrative
positions. This situation is one that shows the intersection of gender and race in public
schools.
My career, surprisingly, has not been significantly different from my
grandmother's even though 40 years have passed by. Even though there have been some
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improvements made to equalize women in society, many of the stereotypical beliefs and
myths remain. Without the power to radically change these beliefs, time and persistence
will have to smooth those rocks of oppression. There has been a decrease in prominent
overt discriminatory acts and demands on women. But, as Charol Shakeshaft (1989)
shows, the strong undercurrent and savvy ways of differentiating gender roles has
changed little.
I have been working for three years as an assistant principal, with a white male
principal. This career situation is typical in Georgia. (See Figure 2). Numerically,
school systems in Georgia typically have a high rate of female principals, but they are
housed primarily in elementary schools. Middle and high schools are led by men, thus
perpetuating the myth, prevalent during my grandmother's era, that due to the increased
level of content, age of the children and need for discipline, a man is needed in the
principalship (Tyack, 1974). Throughout my career as a teacher and administrator, I have
become increasingly interested in the overall history and trends in administration. My
interest also lies in the women who currently work in such situations.
Societal Barriers to Leadership Opportunities for Women
Other aspects of American culture are factors in the lack of opportunities for
women to acquire leadership positions. Research shows that schools are cultures
dominated by masculine language, values, patterns of interacting, definitions of
knowledge, and standards of appropriate behavior (Blackmore & Kenway, 1993; Chase,
1995; Connell, 1987; Marshall, 1993; Shakeshaft, 1989; Smulyan, 2000; Tyack, 1974;
Weiler, 1988). These cultural beliefs, patterns, and values contribute to the production
and reproduction of gendered relations and actions at the institutional level (Chase, 1995;
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Marshall, 1993; Smulyan, 2000). Educational leadership wields power positions to
which males are socially molded. Jackie Blount (1998) revealed that "men who became
school administrators modeled their work closely on such hierarchical social institutions
as the military and industry where roles, status, power, and authority were defined with
position" (p.7). The stereotypical behaviors and roles of administrators are based on this
male model.
Schools have faithfully replicated the social environment by reinforcing social
inequality through teaching values and biases of the dominant culture. More recent
researchers have observed this also (Sadker & Saker, 1994; Shakeshaft, 1987; Smulyan,
2000). Education, as a social institution, reproduced the social hierarchies evident in
American culture (Hansot & Tyack, 1981). "Since gender bias is not a noisy problem,
most people are unaware of the secret sexist lessons and the quiet losses they engender"
(Sadker & Sadker, 1994, p.343). In their research, the Sadkers found that girls are
slighted in schools, while teachers tend to interact more with boys, give them more
helpful feedback and ask them better questions. Women experience similar inequalities
as they teach and administrate in schools (Adler, Laney & Packer, 1993; Blackmore &
Kenway, 1993; Blount, 1999; Gupton & Slick, 1996; Marshall, 1993; Rowbotham, 1973;
Shakeshaft, 1989; Smulyan, 2000). The organizational and structural boundaries in large
social institutions, such as schools, indicate that "the weight of the evidence reveals that
the position of racial minorities and women in organizations is inseparable from the
relative position of women and racial minorities in the larger social system" (Smulyan,
2000, p. 17). As Smulyan (2000) shows, qualitative research aims to gain insight into this
parallel oppression.
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Women's Presence in Corporate American Leadership
Advances in female leadership are being incrementally made in business careers.
In the corporate world, 87.1% of the Fortune 500 companies' corporate officers were
male in 1999, down from 91.3% in 1995. Thus 12.9% of the corporate officers were
female in 1999, compared to 8.7% four years prior. In 1999, women held 3.3% of the
top-earner spots in America's largest companies, up from 1.2% in 1995. Ninety-seven
percent of these companies had at least one woman on the Board of Directors
(www.catalystwomen.org/press/infocoi-pleadership.html). Such increases are positive,
yet leadership in corporate America remains male-dominated.
Clearly, American society continues to operate in a patriarchal manner. School
administration statistics also indicate an incremental upward trend in female leadership
both in the superintendent and principal positions, as seen in Figures 1 and 2. Although
the total number of female administrators has steadily grown, superintendencies and
principalships remain heavily male-dominated positions. As a description of the barriers
to their advancement, women often refer to the glass ceiling. This implies hidden
barriers women hit when moving up in hierarchical organizations. For women of color,
the metaphor is somewhat different.
The metaphor of a 'concrete ceiling' stands in sharp contrast to that of the 'glass
ceiling.' Not only is the 'concrete ceiling' reported to be more difficult to
penetrate, women of color say they cannot see through it to glimpse the comer
office. (Zarlin, 1999, p. 1)

7
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Women of color experience additional barriers due to race. Thus, the quest to be
school leaders is further complicated for them (Gardiner, Enomoto & Grogan, 2000).
They too are impacted by efforts to "balance" administrator demographics.
Women's Place in School Administration
Women working in educational and corporate administrative positions remain few
in number and presence nationwide (Blackmore, 1999; Blount, 1998; Chase, 1995;
Shakeshaft; 1989). This is especially true in middle and high school principalships.
Adler, Laney & Packer (1993) state "In the study of educational management, as
elsewhere, women are usually either invisible or added on" (p.58). The hierarchical
structure of educational systems hinders women aspiring to the higher-ranking positions.
The line-management style and strong centralization of leadership strongly encourage
conservative management styles (Adler, Laney & Packer, 1993; Blackmore, 1999;
Blount, 1989; Chase, 1995; Grogan, 1996). In other Western countries. New Zealand,
Australia, and the United Kingdom, leadership approaches such as these also dominate
education. Some women have adopted these behaviors in order to become administrators
within the system. Others have been able to introduce different styles of leadership to
schools (Blackmore, 1999; Gardiner, Enomoto & Grogan, 2000; Gupton, & Slick, 1996;
Helgesen, 1990; Helgesen, 1995; Shakeshaft, 1989). Since women administrators are not
the norm, perceptions of them often embody stereotypical gender biases. Traits of
admired leaders correlate with those considered male virtues, while the typical female
virtues differ.

Table I shows these lists of characteristics. This leaves a woman in a

precarious position when entering the field of administration. Although she may be
feminine and have a desire to maintain her status as such, the principalship may demand
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deviations from this, to include more masculine characteristics. Gender stereotyping
creates an inflexible mold into which people are expected to fit.
Table I.
Summary of Admired Leader Traits and Feminine and Male Psychological Traits
Admired Leaders Traits
Honest
Forward-looking
Inspiring
Competent
Fair-minded
Supportive
Broad-minded
Intelligent
Straightforward
Dependable
Courageous

Female Virtues
Gentleness
Modesty
Humility
Supportiveness
Empathy
Compassion
Tenderness
Nurturance
Intuitiveness
Sensitivity
Unselfishness

Male Virtues
Strength of will
Ambition
Courage
Independence
Assertiveness
Hardiness
Rationality
Emotional control

Note. Admired leaders traits were found in Kouzes & Posner (1995, p. 21), female and
male virtues were found in Vetterling-Braggin (1982, p.5-6).

According to the traits of leaders, along with female and male virtues, there are
some patterns between them. Most of the female virtues center around nurturing and
caring for others. Gentleness, supportiveness, empathy, compassion, tenderness,
nurturance, sensitivity, and unselfishness are descriptors of caretakers. These are also
people-centered descriptors. Supportiveness is the only trait that is also listed under
admired leaders traits. As for the male virtues, they focus on having and practicing
authority. All of these traits: strength of will, ambition, courage, independence,
assertiveness, hardiness, rationality and emotional control, place an emphasis on being
"in charge." They correlate more with the traits of admired leaders like inspiring,
competent, intelligent, dependable and courageous. Admired leaders are viewed.
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according to these descriptors, as having more of an authoritative role, which has been
traditionally related to males.
Research by Charol Shakeshaft (1987), Susan Chase (1995), Lynette Carpenter
(1989), Sue Adler, Jenny Laney & Mary Packer (1993), Sandra Lee Gupton & Gloria
Appelt Slick (1996), and Lisa Smulyan (2000), revealed that many women report a
compromise of their femininity to attain such positions. Further, since the administrative
power games were created by men to fit traditional male gender roles and expectancies,
women must become knowledgeable of them in order to play (See Table I). So, although
statistically, more women are leading our schools, many may continue to follow the
patriarchal structures and styles in doing so.
The majority of leadership research tends to focus on the job someone does
compared to focusing on the actual person doing the job. Because of this the roles of
leadership have been the central focus. Roles of leaders have been traditionally male
defined, therefore excluding feminine leadership qualities and styles. Qualitative and
Feminist research provides "investigations of gender and school culture... (which) begins
to challenge the norms of effective leadership described in the mainstream literature"
(Smulyan, 2000, p.9). This dissertation focuses on the perceptions of the people who
lead schools as well as the jobs they perform. This study will address the choices women
make in their leadership style and how these choices are perceived by these women and
their faculties.
The purpose of this study has been to explore the following questions and
determine any differences in perceptions of the women principals and their faculties. The
research questions for this study were as follows:
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1. How do female middle school principals perceive their leadership?
2. How do their faculty perceive their leadership?
3. What demographic variables may impact female middle school principals?
This dissertation has been conducted with middle school principals for several
reasons. Based on Georgia data, there are fewer female principals in the middle and high
school than in elementary principalships, as referenced in Figure 2 and Table II. In 1995,
75% of the women principals served in elementary schools, while 13% are in middle
school positions, and 6% are at high schools (Georgia Department of Education, 1995).
Six percent of the schools reported were combined levels (ie. 6-12 or K-8) or reported
unclearly. During the 2000 school year, 52.75% of all principals in Georgia were female.
This included all public schools in the state. When broken down by levels, 75.88%
served in elementary schools, 17.22% were in middle schools, and 6.9% served in high
school positions. Seven-tenths of one percent of the schools reported were either
combined levels (elementary/middle, middle/high, alternative, and preschools) or were
reported unclearly.
A principal in a middle school helps to transform education of young adolescents.
Middle schools provide unique opportunities for the students. Adolescents in middle
schools are considered "at risk" of reaching adulthood unable to adequately meet the
"requirements of the workplace, the commitments of relationships in families and with
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Percent of Georgia Elementary. Middle/Junior High and High
School Women Principals bv Year
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Figure 2. The percentages of female elementary, middle/junior high, and high school
principals in Georgia public schools are shown.

Table II.
Summary of Percentages of Georgia Female Elementary, Middle/Junior High and High
School Principals by Year
Elementary
0.00
2.08
2.86
0.00
0.00
0.00
20.47
75.24
75.88

Middle/Junior High
0.00
0.69
4.00
33.00
2.39
3.49
3.50
13.48
17.22

High
18.33
11.81
7.43
2.51
3.12
2.24
1.28
6.19
6.90
Note. Data was collected from Patterson's Educational Directories (1929, 1944, 1950,
1929
1944
1950
1967
1976
1985
1990
1995
2000

1967, 1976, 1985) and Georgia Department of Education (CPI Data Collections:
10/2000), and Patterson's American Educational Directory.

friends, and the responsibilities of participation in a democratic society" (Carnegie
Council, 1990, p.6). They face unique choices and pressures in which the school must be
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involved. Middle schools are "potentially society's most powerful force to recapture
millions of youth adrift, and help every young person thrive during early adolescence"
(p.8). Therefore, a middle school curriculum serves the emotional, social, intellectual
and physical needs of the students. The curriculum remains more flexible and broad than
it is in high schools where graduation credits are given for specific courses.
Quantitative Trends in Nationwide Data
The current nationwide context of school administration has changed slightly as
more women have been assuming leadership positions in school systems. Because
individual administrators work within the broader context of schools, each person male or
female is impacted by the demographics of the field as well as how leadership is defined.
How gender roles are constructed in the larger society also influences the person's
profession. For example, when the relative percentage of female middle school
principals is low (say, 10%) then these women are impacted by a felt sense of isolation or
singularity (Smulyan, 2000). Further, the definitions of the roles they fill and leadership
expectations are primarily masculine. This will also impact her self-concept relative to
the broader context of her gender role. As a female middle school principal, she will
likely experience cognitive dissonance as she is called upon to act like a principal. [See
Table I for a comparison of traditional roles of admired leaders, males and females.] As
long as the overwhelming majority of middle school principals are male, she will
experience at least some aspects of her work role as masculinized.
The following data is provided to give a broad overview of the trends in women's
employment in leadership positions nationwide. Although not the focus of this research,
this data is included to give an overview of the national trends since the late 1920s. The
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dates chosen were based on two factors. The availability of statistics about women in
education administration is limited and consequently the resources with the information
narrowed the dates to the ones shown. Also considered were events in the United States
history that may effect changes in women's oppression. Wars, the economy. Women's
Suffrage, Title IX, Equal Rights Amendment, along with social movements such as
Women's Liberation and Civil Rights were considered (Blount, 1989; Shakeshaft, 1989).
An analysis of these trends along with societal changes follows. Historical data
illustrating the percentages of superintendents and principals, in the nation, based on
gender has been compiled from several sources (Blount, 1998; National Center for
Educational Statistics and National Education Association, 1997; and Shakeshaft, 1989,
p.20)1.
As Figure 3 and Table III indicate, within the last 10 years, there has been a
steady increase in the percentage of female superintendents. The data shows a general
trend although there is sparse data since 1990. As even the table shows, the percentage of
female superintendents has never reached even 10% and hovered around two percent for
most of the 20th Century.
Meanwhile, the picture for public school principals is better, but females are still
vastly underrepresented. As shown in Figure 4 and Table IV, from a high of 31% in
19282, the percentage of female principals dropped from 31% to 22% by 1950 and has

1

Caution is given about this data. By 1930, the National Education Association (NEA) quit breaking
down school staffs by gender. These researchers claim that the "conspiracy of silence could hardly have
been unintentional" (Tyack & Hansot, 1982, p. 13 ) especially at a time when the United States was
obsessed with statistics.
2

In 1928, many school systems had not yet consolidated rural, and often one-room schoolhouses.
Therefore teachers in these small schools also were considered administrators, which increased the
percentages of female administrators significantly (Shakeshaft, 1989).
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only recently broken the 30% barrier. In 1993, even though females accounted for nearly
73% of the teachers, they only accounted for 35% of school principals (National Center
for Educational Statistics and National Education Association, 1997; Shakeshaft, 1989).
A large majority of these principals work in elementary schools, which distorts
the data (See Figure 2 and Table II). Elementary schools, that house Kindergarten
through fifth grade, are viewed as places where young children need mothering and
nurturing which are typically viewed as women's roles (Beauvoir, 1949; Chodorow,
1978, Dinnerstein, 1976; Gilligan, 1979; Mertz & McNeely, 1995; Ruddick, 1989; Zheng
& Carpenter-Hubin, 1999). Although students in middle schools need similar nurturing
and consideration, women have not filled the principalships in middle schools. Women
remain gravely underrepresented in the middle and high schools (Oritz, 1981). This study
focuses on women in administrative positions in middle schools that may involve more
political negotiating and contain different barriers to the principalship (Adler, Laney &
Packer, 1993; Marshall, 1993; Shakeshaft, 1989; Smulyan, 2000; Tyack, 1974).
Stephen Knezevich (1969) identified the secondary school principalship as "one
of the oldest educational administrative positions, yet one which has no history" (p.279).
Although there is a lack of information on the evolution of these positions, there is
evidence that these positions existed before the elementary school principalship and the
superintendency. Secondary principals, or headmasters, were required to be great
teachers and disciplinarians. They were not given to "wanton dalliances and unseemly
behavior with women, [nor be] a follower of vain, gaudy fashions of apparel, a papist, a
wearer of long curled hair, a puffer of tobacco, or addicted to dicing, carding or other
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unlawful games" (Ensign, 1923, p. 184). The relative exclusion of women from these
positions is evident according to the history of secondary principals.

Percent of U.S. Public School Superintendents by Gender
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Figure 3. The percentages of U.S. public school superintendents are shown by gender.

Table III.
Summary of Percentages of U.S. Public School Superintendents by Gender
Year

Percent male

Percent female

1928
1950
1970
1990
1993

98.4

1.6
2.1
1.6
5.5
7.1

97.9
98.4
94.5
92.9

Note. Data was collected from Blount, 1998; National Center for Educational Statistics
and National Education Association, 1997; and Shakeshaft, 1989, p.20.
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Percent of U. S. Public School Principals bv Gender
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Fifiure 4. The percentages of U.S. Public School Principals are shown by gender.

Table IV.
Summary of Percentages of U.S. Public School Principals by Gender.
Year

Percent male

Percent female

1928
1950
1972
1987
1990
1993

69.0
78.0
79.7
75.0
70.0
65.0

31.0
22.0
20.3
25.0
30.0
35.0

Note. Data was collected from National Center for Educational Statistics and National
Education Association, 1997, and Shakeshaft, 1989, p.20.

National data sources did not separate middle and junior highs from high schools.
They are both included in the "secondary" category along with high schools. This makes
it difficult to develop a clear picture of female middle school principals.

Figures 5 and 6
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and Tables V and VI indicate the national percentage of males and females at the
elementary level and the secondary level.
Analysis of these trends includes consideration of economic, social and cultural
factors. Considering the data reported in Figures 1-6 and Tables I through VI, in
conjunction with economic events, there may be a correlation between economic
prosperity, social movements and the percentage of women in superintendency and
principalship positions (Shakeshaft, 1989; Tyack & Strober, 1981). Within the past 90
years, the only administrative position in which women have been dominant is the
elementary principalship (National Center for Education Statistics, 2000; Oritz, 1981;
Shakeshaft, 1989).
Women have never been the majority of secondary principals or superintendents.
In the past 30 years there has been an increase in the percentage of women in the
elementary and secondary principalship, but only a slight increase in women in
superintendent positions (See Figures 1-6 and Tables I-VI).
In the 1920s, several economic and educational changes took place. The Great
Depression began with the stock market crash. Schools began to consolidate into larger
institutions, as one-room schoolhouses became fewer in number. Stephen Knezevich
(1969) indicated that during this same time, the federal government reestablished the
Office of Education for several purposes. These purposes included collecting statistical
information about education; diffusing this information to schools; establishing and
maintaining efficient school systems; and promoting the cause of education throughout
the country (p. 190). The number of male principals increased during this time also. In
1929, 31%, of all principals were reported as being women (See Figure 4 and Table IV).

Women School Administrators 19

Percent of U.S. Public Elementary School Principals by Gender
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Figure 5. The percentages of U.S. Public Elementary School Principals are shown by
gender.

Table V.
Summary of the Percentages of U.S. Public Elementary School Principals by Gender

Year

Percent Male

Percent Female

1928
1950
1972
1982
1987
1990
1993

45.0
62.0
80.4
77.0
69.9
63.5
58.9

55.0
38.0
19.6
23.0
30.1
36.5
41.1

Note. Data was collected from National Center for Educational Statistics and National
Education Association, 1997 and Charol Shakeshaft, 1989, p.20.
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Percent of U. S. Secondary School Principals bv Gender
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Figure 6. The percentages of U.S. Secondary School Principals are shown by gender.

Table VI.
Summary of Percentages of U.S. Secondary School Principals bv Gender
Year

Percent Male

Percent Female

1928
1950
1972
1982
1987
1990
1993

92.1
94.0
98.6
96.8
90.6
89.0
86.2

7.9
6.0
1.4
3.2
9.4
11.0
13.8

Note. Data was collected from National Center for Educational Statistics and National
Education Association, 1997 and Charol Shakeshaft, 1989, p.20.
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This is the highest reported percentage until nearly 60 years later (Shakeshaft,
1989; Tyack, 1974).

Men were considered the "bread winners" and were financially

depended upon to support their families (Tyack & Strober, 1981). Many principalships
were given to them during the Great Depression. In 1929, only 1.6% of the
superintendents reported in the United States were women (See Figure 3 and Table III).
Most of the country remained rural, whereby the community schools were led by the
teacher(s). At this time, superintendents were not as prominent in number as they later
became.
During World War II, the number of working women increased immensely as
they provided the basic infrastructure for our economy and weapon-building business.
As the men went to war, women shifted their responsibilities to include additional work
outside the home (Klein, 1985; Shakeshaft, 1989). Unfortunately, no data were available
for the years during the war, so the impact it had on school administrators is not clearly
demonstrated statistically.
However, by 1950, 22% of the principals and 2.1% of the superintendents
nationwide were women (See Figures 3 and 4 and Tables III and IV). Following World
War II, economic prosperity was enjoyed. Military troops returned and were granted
incentives to better educate themselves, through the G.I. Bill. Many of these men
reentered the workforce in schools as principals (Knezevich, 1969, p,181). Women were
displaced as principals as men had "proven themselves on the battlefield" and needed
work upon returning home. At the same time, a "newly instituted requirement for
administrative credentials from university schools of education often kept low quotas on
the number of women admitted" (Blount, 1998, p. 109) and therefore lessened the number
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of female administrators in school systems. During this time of prosperity, the Baby
Boom also took place, calling for more mothers to remain in the home to care for their
children. During this time the percent of female principalships decreased from 31% in
1928 to 22% in 1950 (See Figure 4 and Table IV).

As these data indicate, these social

factors had a great deal of influence on the changing role of women.
By the early 1970s, the economy was slowing down. During this same time, the
percentage of female leaders in education also decreased. The percentage of female
superintendencies fell from 2.1% in 1950 to 1.6% in 1970 (See Figure 3 and Table III).
Likewise, 20.3% of the principalships were filled by women, compared to 22% in 1950
(See Figure 4 and Table IV). With the impoverished economy after 1970, many "heads
of the household," men, were granted jobs over women. As businesses grew and needed
more experienced leaders, they often appealed to educational leaders (Blount, 1998).
Such employment discrimination led the way for the Equal Rights Amendment in 1972,
which was proposed but never ratified (Blount, 1998; Klein, 1985; Tyack, 1974).
During the period between 1950 and 1970, many social movements took place
that led to legislation that recognized women. The civil rights and equal rights
movements brought new legislation to the United States. In 1964, the Civil Rights Bill
was passed, calling an end to the segregation of schools, based on race (Klein, 1985).
There was a movement for women to further their education at colleges and
universities across the country. Many of them gained advanced degrees at higher rates
than did their male counterparts (Blount, 1998; Shakeshaft, 1989). Advanced degrees
made it "difficult for school districts to casually dismiss their [women's] administrative
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aspirations" (Edson, 1988, p.257). With the increased need for credentials, women
worked to get them in order to gain access to leadership positions.
Through the 1970s women's advocates began to win favorable legislation from
Congress. As Blount reminds us, the U.S. Constitution was "a document drafted by men,
[that] mentions 'women' only once. Until the 1970s, constitutional law denied women
many rights that men customarily took for granted" (1998, p. 136). One example of such
legislation was Title IX. Still, although the legislation was passed, there was little or no
enforcement of it immediately. Flora Oritz (1982) further supports Edson's position when
she notes "Federal, state and local equal employment opportunity legislation and
affirmative action policies may have had a greater impact on women's aspirations than on
institutions" ( p.93).
Some women gained political power through the Women's Liberation Movement,
but superintendents' organizations "simultaneously lobbied for structural changes that
would effectively reduce the number of women in their ranks and elevate the social
stature of school administration" (Blount, 1998, p.8). Numerous discrimination lawsuits
were brought against school systems following Title IX legislation, but very little was
done contiguously to systemically require compliance with the law (Blount, 1998).
By the late 1980s and early 1990s, the economy was moving from a budget
deficit, as seen in the early 1980s, to a surplus experienced in the mid 1990s. During this
time, the percentage of women in leadership positions rose. Measures were put into place
to enforce the civil and equal rights laws passed earlier. The Office of Civil Rights and
Title IX compliance groups were set up to oversee the implementation of these laws
(Blount, 1998; Klein, 1985; Shakeshaft, 1989). Still, female superintendents never
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surpassed 10% (See Figure 3 and Table III). Nationwide the number and percent of
women school administrators remained small (Blount, 1998; Grogan, 1996).
Historical Georgia Trends
In Georgia, the historical trends typify the nationwide movement. Although data
in Georgia was not collected in a consistent or comprehensive manner, I was able to
locate partial data for leadership positions.3 This data is intended to give an historical
overview of the trends in women's school administrative employment in Georgia school
systems. The data is not the main focus of this research, but is intended to provide a
statistical picture. Data was obtained from Blount (1998, p. 188), Georgia Department of
Education (CPI Data Collections: 10/2000), National Center for Education Statistics
(1990-2000), and Patterson's American Educational Directory)
As Figure 7 and Table VII indicate, the number of female superintendents had
never reached 8% in Georgia until 2000 and has remained around 5% for most of the 20th
Century.
Data is lacking regarding the specifics about female principals in Georgia (See
Figure 2 and Table II). Patterson's American Educational Directory primarily reports
middle, junior and high school principals. Elementary school data was not reported in
this directory. But nationwide, the vast majority of female principals work in elementary
schools. Thus, the data in Figure 2 and Table II, from 1929-1985 does not include
Georgia's elementary principalships. Interestingly, in 1990-2000, when elementary

3

It is interesting to note that in a nationwide directory, Patterson's American Education
Directory, the only principals reported are those in junior, middle and high schools since 1929.
Were those schools considered more important and if so, why? Is it coincidence that the
elementary schools were statistically dominated by female principals? Why were the male-led
schools, i.e. junior, middle and high schools, worthy of reporting?
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principalships are included, there is a great deal of difference between the percentage of
women at each level. Reflective of the previously given national statistics, the 1990-2000
Georgia data likely distorts the number of women rather than indicating a real increase in
the percentage of women principals in Georgia. Based on Patterson's American
Educational Directory, the historical picture from Georgia is incomplete due to the
exclusion of data, not because there has been a true increase in female representation in
administrative positions.
Once schools were consolidated and the number of school systems grew, in
Georgia the number of female principals in middle, junior and high schools did not make
significant gains, according to Patterson's American Educational Directories. In 1985,
there was one more female principal reported than in 1929. So, as the number of school
systems increased, the number of female principals at the secondary level did not.
Figure 2 and Table II indicate the levels at which these principals work. Although the
elementary data from 1929-1985 is incomplete, the middle/junior and high school
percentages are insightful.
The large majority of women principals work in elementary schools, as evidenced by the
1990-2000 data, when elementary school data were included (See Figure 2 and Table II).
Previous to this the reported percentage of women principals was minimal, since only
middle and high schools were reported. Data in Figure 2 and Table II indicate that women
have not been included in leading schools at those levels. According to Patterson's
Educational Directories, from 1929-1990 there was a steady decrease in the number of
women high school principals, moving from 18.33% in 1929 to 1.28% in 19904.

4

This would be an important topic for future research but is beyond the scope of this dissertation.
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Figure 7. The percentage of Georgia public school superintendents are shown by gender.

Table VII.
Summary of Percentage of Georgia Public School Superintendents by Gender
Year

Percent Male

Percent Female

1910
1930
1950
1970
1975
1985
1990
1995
2000

98.67%
94.35%
94.37%
97.71%
96.86%
95.60%
94.09%
92.78%
80.66%

1.33%
5.65%
5.63%
2.29%
3.14%
4.40%
5.91%
7.22%
19.34%

Note. Data was collected from Blount (1998, p. 188), Georgia Department of Education
(CPI Data Collections: 10/2000), National Center for Education Statistics (1999-2000),
and Patterson's American Educational Directory.
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Percent of Georgia Public School Principals bv Gender
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Figure 8. The percentages of Georgia public school principals are shown by gender.

Table VIII.
Summary of Percentage of Georgia Public School Principals bv Gender
Year
1929
1944
1950
1967
1976
1985
1990
1995
2000

Percent Male
81.67%
84.72%
85.71%
96.99%
96.00%
94.26%
67.06%
58.95%
47.25%

Percent Female
18.33%
15.28%
14.29%
3.01%
4.00%
5.74%
32.94%
41.05%
52.75%

Note. Data was collected from Georgia Department of Education (CPI Data Collections:
10/2000), National Center for Education Statistics (1999-2000) and Patterson's American
Educational Directory.
Current Data about Georgia Women in School Administration
A current map of Georgia showing the distribution of women in the
administrative positions of superintendent and principal, is found in Figure 9. A
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complete table of Georgia school system data is in Appendix G. The percentage of
female principals in each county is noted in the yellow hexagon. Also noted in the blue
circle is the percentage of middle school female principals within each county. For the
2000-2001 school year, there were 13 school systems (7.2%) with no female principals.
Ninety-one school systems (50.2%) have at least one female middle school principal,
while 89 (49.8%) of the systems do not have any women in this position. Table X
indicates the current female principal data from the five counties from which the
interviewees came.
Table X.
Female Middle School Principal Interviewees by Counties of Employment
Georgia County
V

Percent of Female
Principals in the County
53.5

Percent of Female Middle
School Principals
75.0

w

28.6

100.0

X

71.4

76.9

Y

71.4

100.0

Z

60.0

100.0

Note. The interviewed female middle school principals worked in the counties
represented above.

Women School Administrators 30

Context of Study: Administrative Practices within Society
As Rosabeth Moss Kanter (1977) studied American corporations in the 1970s, she
found that the "possibilities people experience in work.. .are often limited by the jobstructure made available by the design of large organizations" (p. 15). In the 1970s,
Kanter discovered that occupations were gender segregated: 50% of working women
were employed in only 17 occupations while 50% of working men were employed in 63
occupations. These groups of occupations were mutually exclusive, with men having a
broader scope of occupations to choose from. The occupational groups correlate with
gender stereotypes, thus causing a woman to encounter cognitive dissonance when
engaged in a masculine job. One of the male-dominated occupations was management.
Uniformity and social conformity often were top priorities, as men were sought to be
"company men." Wilbert Moore described this kinship system as "homosexual
reproduction, in which men reproduce themselves in their own image" (Kanter, 1977,
p.48). Thus social similarity tends to be extremely important to managers of
organizations.
This social conformity practice has made it difficult for women to become part of
managing corporate occupations. Exceptions to this occurred during World War II.
When the men were gone to war, women covered "the men's jobs" to keep businesses
running (Tyack, 1974). In addition to their traditional family responsibilities, they
fulfilled the duties of the men.
Outside of the corporate world, many women were managing families, children,
and housekeeping. Although these are not deemed as important as paid positions, women
have often been referred to as providers of stability. Even as slaves, women worked in the
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fields, did housework, raised children and performed numerous other tasks. In an
infamous quote, Sojoumer Truth says
Look at me! Look at my arm!.. .1 have plowed, and planted, and gathered into
bams, and no man could head me-and ain't I a woman? I could work as much as
any man (when I could get it), and bear de lash as well-and ain't I a woman? I
have bome five children and I seen 'em mos all sold off into slavery, and when I
cried out with a mother's grief, none but Jesus hear-and ain't I a woman? (hooks,
1981, p.160)
After commanding such work and receiving it, black women were still considered less
than equal to white men and even further below black men. Even within the feminist
movement, voices of women of color were sometimes left out (Spelman, 1989). The
struggles become significant because they were fighting not only a sexist battle, but also
one related to class and race (hooks, 1981; Moraga & Anzaldua, 1983).
Language issues
Besides participating in the work of men, as Sojoumer Truth describes above,
women have struggled to have an impact on the culture of communication, with limited
progress.

Issues related to communication among and about women principals indicated

that gender biases still exist.
Communication and language assist in maintaining gender biases. Men and
women communicate differently. As Tannen noted, "ways of talking associated with
masculinity are also associated with leadership and authority. But ways of talking that
are considered feminine are not" (1990, p.240). Sociolinguistic research concluded that
language is not neutral and that it is a vehicle that carries ideas (Chomsky, 1998; Lakoff.
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1975; Marshall, 1987; Spender, 1980; Tannen, 1990). Rather, conversations are
negotiations between people where power is practiced (Chomsky, 1998). Dale Spender
stated, "Language is a powerful human tool and we must begin to ask what role it plays
in maintaining and perpetuating existing social structures, what contribution it makes to
our hierarchically ordered classist, racist and sexist world view" (1980, p.51). The
problems of communication stem from the deeper root of language creation and
development.
Robin Lakoff emphasized "the distinction between men's and women's language
is a symptom of a problem in our culture, not the problem itself" (1975, p.62). Basically
it reflects the fact that men and women are expected to have different interests and roles,
hold different types of conversations, and react differently to people. Even words have
different meanings when associated with each gender. For example, the word
professional has often been a reference to a prostitute, when talking about a female but
while referencing a man, it implies that he is successful in a career. Lakoff demonstrated
that language is a "powerful human tool and we must begin to ask what role it plays in
maintaining and perpetuating existing social structures, what contribution it makes to our
hierarchically ordered classist, racist and sexist world view"(1975, p.51). Susan
Rowbotham (1973) echoed this same position when referring to language having a
certain power and as one of the instruments of domination.
The language with which women describe their leadership experiences is
"constrained by the culture in which it is embedded" (Chase, 1995, p.7). Susan Chase
(1995), Catherine Marshall (1993), and Lisa Smulyan (2000) studied school leaders and
found that although women often retained the credentials to be leaders, they were
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repeatedly neglected due to their gender. Their combined body of research shows the
ways in which the stereotypical roles of women are perpetuated.
Besides spoken language, listening and silence are means of communication that
women tend to frequently practice. Research revealed that women tend to listen more
than men, therefore, remaining less visible (Lakoff, 1975; Rowbotham, 1973; Spender,
1980; Tannen, 1990). Silence is an integral element of language, since it communicates
also. We must "listen very carefully to the language of silence. This is particularly
important for women because we come from such a long silence" (Rowbotham, 1973,
p.30). Oppression has caused women's voices to be unheard and thoughts unknown.
In order to address these questions, other questions must be addressed. Primary
among these is discourse. Discourse, in general, in Western society defines many aspects
of humanity. This is also true regarding the discourse about school administrators. The
ways in which women are described as well as their language and actions as principals
will form the basis for my research about discourse. During interviews with the
principals, I listened for language use, speech patterns, lexicon and tone in order to
include this in the analysis of their responses. (See Chapter IV for more complete
methodology).

Since body language and posture often signal meaning, they were noted

also. The Methodology chapter includes in-depth information about analysis methods.
My research focuses on female administrators in the public school system.
Interviews with them along with self-evaluation and faculty surveys were utilized to gain
a broad understanding of female Georgia middle school principals. These administrators'
perceptions about their own leadership team were key to this research. Other's
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perceptions of these female leaders (within the school setting and outside it)3 were also
studied. Selected histories of their careers and personal lives were included. I was
interested to know how females have negotiated their way through or within the
patriarchal school administration system to become administrators. Once they acquired
this position, I was interested in understanding their perceptions of their own leadership
abilities. Perceptions from their faculties, coadministrators, media and academic
literature were also included.
Significance of this Study
Few studies have been undertaken that focus on women principals in the South.
Even fewer have included women in middle school principalships. The research that has
been conducted has primarily been quantitative and has focused on inequality between
men and women in administrative positions.6 Aside from this research, little was known
about the effects of demographic variables of middle school principals.
A paucity of documented research presents a problem for researchers who seek to
understand the demographics and perceptions of women principals in Georgia.
Demographic studies of Georgia's education leaders were conducted in the middle 1980s
(PSC, 1984 & 1985), but recent analysis of demographic changes in the principalship or
perceptions of female principals have not been conducted. Improvement in education
often depends on school leadership (Curry, 2000; Sergiovanni, 2001). The gender of a
leader seems to have been the major polarizing element in the determination of American
school principals since becoming an independent position in the 1920s (Oritz, 1982;
Shakeshaft, 1989). Male-dominated leadership limits opportunities for all people.

5
6

See Methodology in Chapter IV for a more complete outline of my research details.
See Literature Review in Chapter III.
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Historically, many principals have chosen the factory model of managing schools,
reducing it to a simplified task-specific position (Tyack, 1974). This model is often
passed on to the teachers and students, without consideration of their needs.
The limited opportunities women have had to become principals are a result of the
social pressures to follow the norms. The stereotypical gender assumptions caused
people to mold themselves into careers that coincide with them (Chase, 1995; Carpenter,
1989; Rowbotham, 1976). It is the new millennium and time to divorce such binding
assumptions. The responsibilities of principals are changing as well. In Georgia, the
governor and legislature have encouraged principals to become facilitators of interest
groups. In House Bill 1187, passed during the 2000 legislative session, each school was
required to create a parent advisory committee (Georgia Department of Education, 2000).
This group meets with the principal regularly and makes recommendations for the school.
This is quite a different role than that of a factory manager. Principals need to be
mediators, implementers, assessors, reporters, and possibly less autocratic. Sandra Lee
Gupton & Slick's research (1996) indicates that "With the trends toward participatory
style leadership and decentralization of power on the upswing, women's tendency toward
a more integrative leadership style may actually be coming into vogue" (p. 109). Gender
informs one's propensity for this type of leadership.
This study of perceptions of female principals should be useful to other women
and men in working with them in a school setting. Further, women aspiring to become
principals might find this research useful.
Currently there is a knowledge gap in the literature regarding females at the
middle school principalship level. Because of the scarcity of research that has examined
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perceptions of women administrators' leadership ability, the research has provided
insufficient guidance as to how to include women in the educational administration
realm. Descriptions of women principals can provide valuable feedback for university
leaders. The results of this study may help inform training programs and school
organization in order to be more inclusive of female leadership. In order for educational
retorm to take place, educators need to have current data upon which to build.
Analysis of the data collected through this study could be used to validate or
invalidate the strength of gendered stereotypes. The subordination of women in society
was examined by focusing on school administrators.
As a researcher, this study is significant because it pulls data together from
Georgia's female middle school principals and offers insight into their leadership
activities. Through self-evaluation and faculty perceptions of the selected principals,
information from a woman's perspective has been shared. Since such little research has
been done with this specific group, this study allowed these women's voices to be heard.
This study is significant to me because it may clarify the structure of middle
schools and perceptions of women in principalships at that level. Since it focused on
female principals in the middle school, I hope to better understand the perceptions of
their leadership.
Definition of Terms
The following terms are defined for purposes of the study.
Androcentrism was defined by Shakeshaft as "the practice of viewing the world
and shaping reality from a male perspective... this perception created a belief in male
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superiority and a masculine value system in which female values, experiences, and
behaviors were viewed as inferior" (1987, p.95).
Authority was defined by Simon as "the power to make decisions which guide
the actions of another" (1957, p. 125).
Career has been traditionally defined as "upward movement through the
hierarchy and commitment to career demonstrated by lack of interruptions (Shakeshaft,
1989, p.64). It is related to lifelong work.
Career paths were defined as "a traditional, pre-established total patterned,
organized professional activity with upward movement through recognized prepatory
stages, and advancement based on merit and honor. Upward movement through the
hierarchy and commitment to career demonstrated by lack of interruptions are essential
components in traditional definitions of career" (Shakeshaft, 1989, p.65).
Cognitive dissonance was defined as "psychological conflict resulting from
incongruous beliefs and attitudes held simultaneously" (www.m-w.com/cgibin/dictionary).
Discourse was defined by Leistyna (1999), as the "ways in which reality is
perceived through and shaped by historically and socially constructed ways of making
sense, that is, language, complex signs, and practices that order and sustain particular
forms of social existence. These systems of communication, which are constructions
informed by particular ideologies, play a significant role in shaping human subjectivities,
social realities, and actions, and can work to either confirm or deny the life histories and
experiences of the people who use them" (p.219-220).
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Discourse analysis was defined by Colapietro (1993) as the "analysis of language
and/or speech.. .above the level of the sentence" (p.92). It is the study of language in
order to reveal linguistic differences and social context.
Ethnography was defined by Patricia Nichols (1980) as "any rigorous attempt to
account for people's behavior in terms of their relations with those around them in
differing situations" (p. 141).
External barriers were defined by Shakeshaft as those "that require social and
institutional change" (1987, p.82).
Feminine was defined as "having features or attitudes associated with women,
e.g. passive, frilly fashions" (Websters 3rd New Intercollegiate Dictionary, 1986).
Feminism refers to the "search for women's unique voice and most often, the
advocacy of an ethic of care that includes nurturance, care, compassion, and networks of
communications" (Sichel, 1991, p.90).
Feminist (n) refers to those who "argue against patriarchal domination, for equal
rights, a just and fair distribution of scarce resources, etc. (Sichel, 1991, p.90).
Feminist (adj) has been traditionally defined as having features or attitudes
associated with feminism, especially those features associated with overcoming
patriarchy, advocating equal and equitable rights for women.
Gender has traditionally been associated with femaleness or maleness.
Hierarchy has been traditionally defined as a formalized power structure. As
described by Max Weber (1968), it is built on the importance of ranking, based on power
and authority, with greater power residing at the top.
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Internal barriers were defined by Shakeshaft as "those that can be overcome by
individual change" (1987, p.82).
Language was defined by Nelly Furman (1980), as the "code or set of rules
which allows verbal communication to take place".
Leader was defined as one who challenges the process, inspires a shared vision,
enables others to act, models the way and encourages the heart (Kouzes, J. & Posner, B.,
1995).
Leadership was defined by Barbara Curry (2000) by combining classic and
feminist definitions of leadership. Each of these definitions of leadership "combines
personal characteristics, gender, and contexts that act on issues of instrumentation and
drive interpersonal exchanges and productivity" (p.6).
Middle school has been defined as a school containing grades 5-8, and one that
follows the middle school concept of grouping students into team clusters in order to
better focus on their needs. Intellectual, social, emotional and physical needs are
considered important aspects of students, aged 11-14, and development.
Masculine was defined as "suggestive of or being in some way like a man; e.g.
ruggedly masculine in outline, virile, robust (Websters 3rd New Intercollegiate
Dictionary, 1986).
Patriarchy has been traditionally defined as a social system based on dominance
and subordination in which males are dominant over females.
Position has been defined as "the location of a person or persons (often called an
actor or class of actors) in a system of social relations" (Knezevich, 1969, p. 105).
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Power, as defined by Dennis Wrong (1979), is "the capacity of some persons to
produce intended and foreseen effects on others" (p.x). It is treated as a "quality or
attribute possessed by individuals, groups, or larger social structures and as an indicator
of an active or interactive process or relation between individual or collective actors"
(p.viii). It is also a line of force that exists in all social relationships and interactions
(Deever, 2000; Weber, 1968).
Role was defined as "a series of somewhat unified expectations applied to an
incumbent of a particular position.. .The role places the actor in an organizational
perspective and relates him to other individuals playing roles in the social system"
(Knezevich, 1969, p.105).
Sociolinguistics refers to the sociology of language. According to Patricia
Nichols (1980), it is used to "show the systematic covariance of linguistic structure and
social culture and perhaps even to show a causal relationship in one direction or the
other" (p. 141).
Subordinate has traditionally been defined as one who has been disempowered in
society, and one who experiences subordination (see definition below) (Leistyna, 1999).
Structure was defined as "formal roles and relationships; an organization's
allocation of responsibilities, creation of rules, policies and management hierarchy; often
depicted by means of organizational charts" (Bolman, L. & Deal, T., 1991, p. 37).
Subordination has been defined as "cultural groups that have been historically,
politically, socially, and economically disempowered in the greater society. ..and refers to
the oppressive conditions within which people live" (Leistyna, 1999, p.226).

Chapter H
Theoretical Framework
Introduction
Historically, men have comprised most of the primary researchers of human
activity. Men have constituted most of the elected and appointed leaders of government
throughout most of history. They occupy the western world's most prestigious careers
with salaries that match. They have created the laws, enforced them, and punished those
who did not comply. Their interpretations and analyses of events have been accepted as
objectively neutral and as truths regardless of their accuracy. To achieve this stature,
patriarchal society has exploited women (and others7).
During this research, a feminist interpretation was used to analyze the lived
experiences and perceptions of and about female middle school principals in Georgia. My
research was conducted using feminism as the lens through which women administrators
were explored. Feminism is a theory that affirms people without exploiting them (Hagan,
1993). Feminists argue against patriarchal domination, for equal rights, and for just and
fair distribution of scarce resources, etc. (Sichel, 1991, p.90).
Our culture has long been based on dominance and subordination in which males
have been dominant over females. Stereotypical beliefs about gender development are
heavily based on this ideology. My research study was different. I looked at the roles
gender and discourse play in the perception of women as school administrators. 1 did not

7

My study specifically looks at gender, but race, social class, language, ethnicity, country of natural origin
and other relevant factors will enter into this feminist discourse. Feminist study does not exclude the study
of those who have been labeled "other" (Harding, 1991).
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assume superiority of the masculine gender, nor did I assume superiority of the feminine
gender. Rather, I studied the discourse of women in powerful positions in public schools
in order to document and describe their experiences. While working in nontraditional
contexts, these women provided insight into their pursuit of leadership positions within
the educational world.
Feminist Standpoint Theory
Feminist standpoint theory emphasizes that the perspectives of women have been
neglected and marginalized in our society. Therefore, women have played a peripheral
role and have been undervalued in the core layers of our culture. This theory is based on
the "standpoint of people who have been systematically excluded from power" and power
making positions (Keohane, 1989, 245). Power has been used to control rather than to
work together and cooperate with others. Notice how power is not just a descriptive term
but also becomes an aspirational goal (people want power, and that means they want to
control rather than to work together with others), and hence its content matters.
Feminist standpoint theory provided different insights and perspectives from
women about the problem of marginalization of women, including within educational
administration. What we see depends on where we stand. New perspectives, if different
even if not perfect, provide new insights that help improve vision. Information was
gathered about female principals as well as directly from them. This helped to gain a
broader, more comprehensive, view of the work they do.
Laurel Richardson describes how post-modem texts often use the central
imaginary of the crystal when theorizing, which "combines symmetry and substance with
an infinite variety of shapes, substances, transmutations, multidimensionalities, and
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angles of approach" (1997, p.92). Crystallization doesn't lose structure, but it
deconstructs traditional ideas and "provides us with a deepened, complex, thoroughly
partial understanding of the topic" (Richardson, 1997, p. 92). A crystalization of female
middle school principals has allowed this research to be more thorough. Besides the
quantitative data, information from surveys and interviews has added more dimensions
into the study of women in power positions.
This research studies the intersection of feminism, educational leadership and the
larger society and their relation to female middle school principals in Georgia. The
central frame of study takes place where these three domains intersect. See Figure 11.
The literature review, surveys, interview questions, and discourse analysis centers on the
issues that are in the center of the overlap between feminism, educational leadership and
the larger society.
This study is feminist for several reasons. The research focused on the social
construction of gender and the impact that has on women. The stereotypes of women
have served to keep women from working in roles that traditionally call for overt
authority and power. The subjects were working in roles of power where their own
subordination has been, at least partially, overcome. They were working in traditionally
male-dominated careers that were largely unbalanced gender-wise at the middle school
level. This research was conducted to further understand the current perceptions of
women as leaders in middle school settings.
This chapter provides the framework for the research about women school
administrators. The first part of this chapter focuses on informed feminist methodology
used to study female principals. Gender construction in society is discussed in the
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Figure 10. The relationships of concepts of feminism, educational administration and the
larger society for this dissertation are shown.
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second section. The notion of socially constructed gender roles and defined roles for
women and principals are illustrated based on a review of the literature. The third
section, oppressive social practices, details the masculine and feminine oppressions
women experience. The power play and additional oppressive forces that women of color
experience are included in this section. The fourth section demonstrates how the
simplified gender binary reifies the imbalance of genders in our school's administration
and society. It also presents how the asymmetrical power roles serve to perpetuate a
divided gender-focused society in Georgia and United States schools. The summary
further illustrates the cultural implications to show how gendered roles endanger both
men and women. The conclusion couples subsequent sections to the impact on female
middle school principals.
Informed Methodology
The purpose of this research was to better understand how women in educational
administrative positions were regarded. The primary focus of this study was to gain a
deeper understanding of female principals and their work in middle schools in Georgia.
The role of the principal was studied, as well as the women who serve in these positions.
There has been a question about whether the principal role defines the person serving in
that role, or whether the person serving as principal defines the principal role. During the
2000-2001 school year, 17.22% of the female principals in Georgia served in middle
schools, while 75.88% served in elementary schools and 6.9% served in high schools.
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Since women are under-represented in middle schools, they are the focus of this
research8.
Many studies about women offer comparisons to men. This study did not intend
to compare male and female administrators. Pinpointing differences and portraying
ideologies as clearly demarcated, fixed and unchanging, can privilege one side of the
dichotomy over the other and can be limiting. Michael Crotty stated that such
categorizations are "essentially masculinist way(s) of interpreting" (1998, p.163).
Since feminist standpoint theory has a multiplicity of standpoints and
perspectives, and a "collective commitment to the undermining of oppressive genderbased power relations" (Assiter, 1996, p.88), it was utilized in this study. This was
important to this study since women have traditionally been the oppressed gender in
educational leadership and organization. Standpoint feminists argue that women's
experiences are unique and therefore warrant inclusion in the development of perception
of the world. This study employed a similar perspective. The work of Carol Gilligan
(1982) and others provided evidence that women speak "in a different voice" and
therefore relate to the world differently. The notion of gender and the impact it has on
our understanding carries enormous implications.9 Therefore, further research was
warranted to solicit female voices and perceptions of women in administration. This
study emerged from this call for further research.

8

Although the percentage of women serving in high school principalships was the lowest, it was beyond
the focus of this study. Yet, it would be an interesting topic to study.
9
Carol Gilligan's difficulty with essentialism and Harding's view that standpoint ameliorates this difficulty.
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Gender Construction in Society
Gender development has been a much-debated topic in the last 30 years.
Although a thorough discussion is beyond the bounds of this dissertation, it is important
to note that there is controversy over whether sex and gender are one and the same or are
different, and whether sex or gender predicates the other.10 While biological sex differs,
the social construction of one's gender also has gained increased attention. Some
maintain that gender is a "natural" biological occurrence, including inherent differences
and tendencies, while others postulate gender is socially constructed. I concur with
Catherine MacKinnon (1987), who demonstrated that "Gender... is a matter of
dominance, not difference.. .the difference is that men have power and women do not"
(p.39). The social arrangements between men and women indicate an unbalanced view of
power and social equality. The "hierarchy of power produces real and fantasied
differences, differences that are also inequalities. The differences are equal. The
inequalities, rather obviously are not" (MacKinnon, 1989, p.225). This power play is
evident both when difference is affirmed and when it is denied. Women are punished or
protected in its name. Biological sex differences exist, and may impact gender
construction. However, the complicated sorting out of which aspects of sex and gender
are biological result from nature and which are sociological result from nurture is beyond
the scope of this paper. Therefore, I have chosen to focus on nurture, gender, and the
social construction of identity with the recognition that the nature vs. nurture debate is
ongoing.

10

Further reading on this topic can be found by reading works by Judith Butler (1990) and Julia Kristeva
(1986).
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Gender is a social construction, as are the roles each gender assumes."
Definitions of man and woman are relative to the culture that defines them and their
theoretical perspectives. Traditionally females have been defined in relation to males, in
a binary relationship. Simone de Beauvoir was among the first feminists to note that
early Western philosophers established females as "the Other" in order to rationalize and
reinforce the growth of the patriarchal society. She quotes Aristotle, "The female is a
female by virtue of certain lack of qualities, we should regard the female nature as
afflicted with a natural defectiveness" (Aristotle in Beauvoir, 1949, p.xvi). Our
patriarchal culture has socialized women to occupy a secondary stance behind men.
After attending to many feminist voices, it is evident that gender is socially
constructed. It restricts movement to the area within the circle of a given gender.
Because gender is a social construction, males and females become men and women by
virtue of society's intense rituals. In Western culture, the patriarchy provides the
structure by which gender is stratified (Beauvoir, 1949). Males dominate social,
economic and political culture and therefore place higher value on similar aspects of our
world. Women traditionally provide subservient duties for the domestic homefront.
The societal hierarchy has limited males and females in their scope of
development. Reviewing this power structure revealed the authority males have over
human actions.
Unpacking the feminist approach to consciousness revealed a relation between
one means through which sex inequality is produced in the world and the world it

11

For the purposes of this paper, I will take the position that gender is socially constructed while sex is
biologically determined.
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produces: the relation between objectification, the hierarchy between self as being
and other as thing, and objectivity, the hierarchy between the knowing subject and
the known object. (MacKinnon, 1989, p.xi)
Gender, along with class, culture and race are constructs affected by this power structure.
Carol Gilligan's research presents a strong case that psychology has persistently
and systematically misunderstood and misrepresented women. Her studies of women
(1982) focused on the conceptions of self and morality. She indicated that since
"judgment depends on the way in which the problem is framed," men and women may
interpret the same information differently (Gilligan, 1982, p. 167). Based on her research
findings, Gilligan postulates that women tend to focus on relationships and the care of
other people while men tend to make judgments based on logic, reason and benefits to
themselves. Relationships are viewed differently by males and females, which alters the
interpretation of research. A feminine perspective adds new lines of interpretation. For
females, differences are considered in the understanding of relationships without scaling
them from better to worse (Gilligan, p.25). Although we have been trained to hierarchize
human development and interactions, as Gilligan's research indicated, this view is neither
necessary nor accurate. Similar hierarchies are prevalent in school administration. These
hierarchies indicate imbalances due to gender.
Defining "woman"
Females have been defined in relation to males. As noted before, Simone de
Beauvoir states that early western philosophers established females as "the Other" in
order to rationalize and reinforce the growth of the patriarchal society.

The early work of

Claude Levi-Strauss is cited as another perspective of "Other." He believed that the
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development of the category of "Other" is a primitive one, in most human cultures, de
Beauvoir claimed that these definitions are totally 'man-made' for man's preservation of
his place in the hierarchy of genders.
The definition of woman is relative to the person who defines it or to one's
theoretical perspective. In The Second Sex. De Beauvoir presented Emmanuel Levinas'
definition which states that "she is defined and differentiated with reference to man and
not he with reference to her; she is the incidental, the inessential as opposed to the
essential. He is the Subject, he is the Absolute - she is the "Other" (in Beauvoir, 1949,
p.xvi). Definitions of this type easily lay the groundwork for the hierarchy of genders and
social place. The patriarchal culture socialized women to occupy secondary stance
behind men. Freedom and independence appear only possible for men.

Feminist

standpoint theories encourage an increase in women's autonomy, thus separating this
dichotomous relationship between the two genders.
Psychoanalysis of gender distinction
Sigmund Freud's psychoanalytic theory identified the Oedipus complex as key to
one's sexual development. It clearly places women in an inferior "second sex" status.
The unconscious, consisting of primary sexual and destructive instincts, and dream
analysis provided the foundation for his theory. The flagrant focus on the maleness of our
psyche is problematic for women. The force of this theory reifies the patriarchal
prerogative to maintain women as the object in a masculine society. Heterosexuality is
stamped on both genders as the norm. The masculine cultural prerogative provides for
exclusion of women as subjects, in order to reinforce the need for men to be the subjects
of society.
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"Psychoanalysis, however, has not had an adequate theory of the reproduction of
mothering" (Chodorow, 1978, p.206). Mothering is not merely a reproductive destiny for
females, but a parenting practice. Nancy Chodorow (1994) argues persuasively that
psychoanalysis provided an overgeneralization and reductive explanation of gender and
sexuality as well. Male dominance and heterosexuality have been accepted as the norm
in our society, but there are exceptions. She explained that "little evidence we have
suggests that gender labeling typically overrides biology in determining sexual
orientation, so that for most cases of 'mislabeling' or hormonal abnormality, sexual
orientation is heterosexual in complementary relation to the labeled gender" (Chodorow,
p.39). Heterosexuality has been seen as a compromise formation. This indicated that
psychoanalysis did not adequately explain the development of "normal heterosexuality",
though all sexuality results from some psychological struggle. This love can be shaped
by society, including the family, culture and each person's own psychology.
Oppressive Social Practices
Oppressive Masculine Practices
The traditional patterns of gender behavior must be explored in order to obtain a
broader background for understanding stereotypical beliefs. The women who have
obtained middle school principalships may have overcome some of these practices in
order to move into male-dominated positions.
The cultural molding of gender begins at birth. In The Second Sex (1949),
Simone de Beauvoir stated that:
One is not bom, but rather becomes, a woman. No biological, psychological, or
economic fate determines the figure that the human female presents in society; it
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is civilization as a whole that produces this creature, intermediate between the
male and eunuch, which is described as feminine (p. 249).
The same is true for becoming a man. Just as women are socially constructed, not bom,
so too are men. "A boy is not bom, but rather becomes, a soldier" (Ruddick, 1989,
p. 145). This process begins with the child rearing. As a baby is bom, the interactions
with others, dress, language, handling techniques are different for girls and boys. The idea
that males are naturally warlike and women are naturally peaceful is a myth.
In Western culture, women have been and remain the primary caregivers for
children. Traditionally, men have remained the breadwinners and spent less time with
their children, which has been the socially acceptable role for them. Historically,
motherhood has been the main duty for women, but very little attention has been given to
it in our culture. As Ruddick explained "maternal voices have been drowned by
professional theory, ideologies of motherhood, sexist arrogance and childhood fantasy"
(1989, p.40). The acceptance of this division of labor has perpetuated and concretized it.
The highly social implications of mothering keep mothers keenly aware of the
nature of this task. Sara Ruddick (1989), presents three responsibilities a mother has to a
child; preservation, growth, and social acceptability. These are also the expectations
society has for a mother. In carrying these out, great care is employed. Social acceptance
for mothers is very important, and this is handed down to their children as they are being
trained. As mothers raise children, they participate in ongoing reflection and the
importance of doing things "right" for their child . The "gaze of others" (Ruddick, 1989,
p. 114), keeps women in a constant struggle to balance intervention and control of their
children. Maternal practice is based largely on social constructs. The thinking that
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mothers practice provides insight into the cycle of social reproduction. The things we
permit are the things we promote. Sara Ruddick (1989), claimed that all of a mother's
thinking is social since there are shared rules and goals in our society. Mothers try to
ensure that societal goals and rules are followed by her children.
As a mother raises a child, she adapts to the child's never-ending changes and
needs. She is "not a fixed buoy around which her children circle" (Ruddick, 1989, p.89).
Therefore, women tend to be more "holistic, open-ended and field dependent" than men,
when faced with dilemmas (Ruddick, 1989, p.89). This notion has also been socially
constructed. Similarly Carol Gilligan (1982) attributed a mother's adaptability to a
woman's need to attach value to actions. To many women, morality is seen as a way of
solving conflict so that nobody gets hurt. They tend "to see that moral standards imposed
by somebody else aren't necessarily right for me" (Gilligan, p.61). Conflicts require selfreflections to solve, not just measuring up to a standard of behavior. The dilemma
between femininity and adulthood forces the "good woman" to mask assertion and deny
responsibility. The "bad woman" forgoes and renounces commitments that bind her
(Ruddick, 1989). See Table I for clarification of the virtues of men, women and admired
leaders. Note the commonalities between the male virtues and the characteristics of
admired leaders.
The social constructs within which mothers operate provide the boundaries for
them. The hierarchical patriarchy includes the division of labor, socially acceptable
gender roles, oppression, and psychological conditioning. In her book. The Reproduction
of Mothering (1978), Nancy Chodorow stated that, "(w)omen's mothering is one of the
few universal and enduring elements of the sexual division of labor" (p.3). Many social
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scientists reify social organization of gender as a natural product, not as a social construct.
That is they seem to begin their research with the assumption that females are always the
mothers because they always have been. Although biology necessitates that the female
carry the baby in her womb, it does not designate that she be the "mothering" parent.
There are also no theoretical reasons for this, the assumption is merely perpetuated. Men
do not rear children because they have the power to decide this and choose not to because
men are the ones who retain the social control of mothering by having the power to
enforce their preferences (Chodorow, 1978). Women have had little power or trusted this
conclusion in Western societies and generally work diligently to carry it out.
Oppressive Feminine Practices
Women have been oppressed by forces designed to "penalize motion in any
direction" (Frye, 1983, p.4). The barriers that immobilize women are the very structures
that intend to strengthen the male forces in our society. Women have been taught to
believe they cannot survive without other's protection and provision. Whether it is
money, love, shelter, sexual favors or emotional strength, men are believed to provide it
for women. Thus, a dependence on men becomes a way of life at an early age. Such
dependence is hegemonically forced. Marilyn Frye claims this enslavement involves
deliberate and self-consciously carried out abduction of women's freedom. Rosemarie
Tong (1993) makes the case for a less conspirational position arguing that although
hegemonically forced, women's freedom is limited through the intersection of various
social forces, but not necessarily deliberate or self-conscious. The need for a relationship
with a male encourages a "protection racket" for women. Tong maintains that a "woman
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without a male guardian-is vulnerable to attack on all sides. Women's fears benefit men
by giving them access to and domination over women" (1993, p.203).
Men's power to structure social relationships in their own image means that
women must structure relationships in a masculine image also. This helps men to express
abstract masculinity. Women have learned to speak in masculine languages and act in
masculine ways when it is socially acceptable. For women to advance in society, she
must speak, behave and try to view things from a male's perspective (Lakoff, 1975;
Tannen, 1990). Women in middle school principalships mirror this in their day to day
work, often in order to maintain the perception that they are effective leaders.
Females have perpetuated this patriarchal hierarchy of social gender division. By
accepting the traditional social roles, they adapted to them and became politicians for
them. For example, Cherrie Moraga explains that being the "object of oppression is not
only someone outside of my skin, but the someone inside my skin. To a large degree, the
real battle with such oppressions, for all of us, begins under the skin" (Moraga &
Anzaldua, 1983, p.30). The battle for her and other women of color is not only based on
gender. Race, class and culture are also battles that continue to oppress. By trying to
adapt to the white male culture, people lose part of their own culture.
Women have failed women in allowing complacency toward oppression to
continue. It's a fear of looking at how we have failed each other, the guilt is ominous.
Silence and oppression are reminders that we are not free human beings. In her poem,
The Welder, Cherrie Moraga illustrated the desire to work toward a more united women's
movement.
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I am a welder.
Not an alchemist.
I am interested in the blend of common elements to make a common thing.
No magic here.
Only the heat of my desire to fuse what I already know exists.
Is possible.
We plead to each other,
We all come from the same rock
We all come from the same rock
Ignoring the fact that we bend at different temperatures that each of us is
malleable up to a point.

Yes, fusion is possible
But only if things get hot enoughAll else is temporary adhesion,
Patching up.
It is the intimacy of steel melting into steel, the fire of our individual
passion to take hold of ourselves
That makes sculpture of our lives,
builds buildings
And I am not talking about skyscrapers.
Merely structures that can support us
Without fear of trembling.
(Moraga, C. & Anzaldua, G., 1983, p.219)
The Women's Liberation movement in the 1970s has been characterized as primarily a
movement of and for white middle and upper class women. Indeed, only those voices
have been unsilenced in a significant way. Voices of women from other classes, cultures
and races have not been shared in as powerful a manner. This poem describes the desire
to unite in the fight for women's freedom. Many women of color would have considered
"the right to stay home as 'freedom'" (hooks, 2000), since they were part of the working
class.
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In Bonnie Dill's essay (1983), "Race, class and gender: Prospects for an allinclusive sisterhood" (p.42-56), she described the political directions sisterhood has
taken. Sisterhood has been understood as "a nurturant, supportive feeling of attachment
and loyalty to other women that grows out of a shared experience of oppression" (Dill,
p.43). Politics have taken this in two directions. Either women are treated as unique,
maintaining a separation between the values of the world of men and those of women or
the feminist movement served as a means for political and economic action based on the
common life experiences of women. Both have been limited by racial and class
differences. The patriarchal strategy of divide-and-conquer sisters has been successful.
Dill suggested that each category be studied independently to understand how such
structures lean on one another. Evidence suggests the difficulty of stepping out of a
category or singling out one aspect of life in order to study it. We are a sum of our parts.
This study attempted to single out the category of gender for the purposes of this
research, as suggested by Dill. Although other demographic variables were intertwined,
the female subjects were encouraged to share their life experiences with a focus on gender
issues.
Power Play
Christine Delphy (1993) argued that the hierarchization and division of gender has
been based on power division. Interestingly, sex and gender have not been viewed as
significant factors in this power hierarchy, yet the stratification reveals this gender
hierarchy. To Delphy, gender precedes sex, and both are socially constructed. She
presumed that biology only explains the division of labor, not the behaviors matched with
maleness and femaleness. Consistently, people who possess more power are male.
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Since traditional male characteristics have been more valued, people at the top of
the hierarchy possess them while those with traditional female traits have remained below
them. Some of women's physical characteristics have been used to rationalize the idea of
them being lesser people. Pregnancy, childbirth and menstration give rise to a reduced
capacity to work at times and therefore creating a dependence on men. Physical attributes
such as being generally weaker, slower, having fewer red blood corpuscles and less lung
capacity have been used to support the rationale as defining women as the lesser gender.
Evolution may have played a part in this process also. Men regarded themselves as
superior and set themselves up as the leaders in society. Nurture, care, reproduction and
other traditional feminine attributes were not considered relevant, but need to be viewed
as significant values in public society (Gilligan, 1982, Noddings, 1986). This has been
carried over into the descriptors of admired leaders (See Table I). Those that are more
valued also tend to be more masculine, while those virtues of "good" women differ from
the effective principal characteristics.
Women of Color
Shelby Lewis (1985) discusses the fact that minority women have not readily
isolated racial, ethnic, cultural, economic, or sex inequity. They have tended to view sex
inequity as "part of and a logical consequence of the inequitable nature of American
society" (Lewis in Klein, 1985, p.366). There is the erroneous notion that minority
women form a cohesive, relatively homogenous subgroup in the American population.
Contrarily, research identifies many characteristic differences in Asian-American, Native
American, African-American and Mexican-American women. Shelby Lewis (1985)
identified the following differences between these groups of women: cultural
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background; language; size and geographic distribution; education; employment
characteristics; economic status; social status; and political status.

The "myth of

monolithic women and the myth of monolithic minorities should be exploded" in order
to focus on differential priorities and approaches to equity problems (Lewis, 1985, p.386).
In the patriarchal hierarchy, women of color rank on the bottom. Their gender
value weighs them down, as well as their race, culture and class. Historically, their
voices have not been heard because they were not allowed to be part of the discourse,
bell hooks (1981), described historical and theoretical views of women from an AfroAmerican viewpoint. Her focus on slavery provides the groundwork for consideration of
minority views. As slaves, women of color worked in the fields, did housework, raised
children and performed other favors for white men. In the famous quote noted earlier,
Sojoumer Truth says
Look at me! Look at my arm!.. .1 have plowed, and planted, and gathered into
bams, and no man could head me-and ain't I a woman? I could work as much as
any man (when I could get it), and bear de lash as well-and ain't I a woman? I
have bome five children and seen 'em mos all sold off into slavery, and when I
cried out with a mother's grief, none but Jesus hear-and ain't I a woman? (in
hooks, 1981, p.160)
Even after being commanded to do such work and doing it, black women were still
considered less than equal to men of any color.
During the Women's Liberation Movement in the 1970s, women of color were
exploited. As privileged women gained greater access to economic power and privileged
class men, such gains rarely changed the lot of poor and working class women. They

Women School Administrators 60

were called on to "tend your children and clean your house so that you might become
'liberated' and work outside the home" (hooks, 2000, p. 106). Although it did not set out
to do so, this movement did not liberate, but further oppressed women of color.
Children, regardless of race, have been psychologically conditioned to act in
certain gender-specific ways. As they develop, people guide them to take on certain
roles, based on their sex. In Western society, the division between femininity and
masculinity has been clearly defined. The ideology of two distinct genders, produced by
the male and female sexes, strongly prevails in Western culture. This dualism of gender
and sex clearly is a practice that keeps the boundaries strong between them.
Gender binary
Marilyn Frye (1983) claimed that the dualism between genders is unfounded. She
proposed that there are multiple sexes within our society. When considering genders, she
believes there is not an either/or relationship: I am a female-I am not a female. There is a
continuum upon which all people fall. There are socially constructed categories of
characteristics for males and females. Using her theory, each person has some attributes
from each category, regardless of sex. This gives him/her a mixture of them.
Simplifying gender to two sexes further stabilizes the line of demarcation between male
and female. The boundaries between the genders are the very structures that intend to
strengthen the male forces in our society. Marilyn Frye's suggestion of multiple sexes is
perhaps more readily applicable to gender issues.
This gender dualism reinforces and further grounds sexism in the Western world.
It is practiced fervently. Men predominantly control the economy, politics and social
arrangements like marriage. Women primarily "manage" the home, family and

Women School Administrators 61

education. Although they guide and supervise these things, they traditionally have little
authority over it. Similarly teachers, who are primarily female, guide classrooms and
curriculum, but the structure and content of them reinforce the patriarchal culture. Even
women who serve as middle school principals tend to see themselves as "in between"
femininity and masculinity while at their jobs, because of the polarity of authority (Curry,
2000).
The peace politics that Sara Ruddick (1989) presented, further demonstrates how
this polarity of genders is unfounded. For males, the social push to become a soldier is
great, but as one becomes a soldier he must rid himself of feminine fears and emotions. If
men were truly warlike, there would be no need for drafts and training in misogyny
camps. However, women are not purely peaceful beings either. Ruddick proposed that
mothers on the one hand have supreme authority and control over their child's
upbringing. But even with responsibility to raise children, women tend to struggle with
and against social constraints when raising children. The social forces under which they
operate limit their authority.
Decision making, in general, is often done with little thinking. Such inattention to
the thought process enables people to aimlessly go through procedures of daily life. The
thinking Sara Ruddick (1989) described provides basic, yet powerful insight into
women's thinking. She proported that all of a mother's theoretical and practical thinking
is social, since it depends on practice. There are: shared aims and rules for achieving
them; no truth from the transcendental perspective, all truth is relative; times when
judgment determines action. They participate in on-going self-reflection as they are
raising children. It is important to do things ;'right." According to the philosopher, C.S.
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Pierce, "we think when we're disturbed, and the aim of our thinking is to recover our
equilibrium" (in Ruddick, 1989, p.31). Mothers strive for this as they care for their
children.
During wartimes, a woman's role has been on both sides of the battle line
supporting the men. The women provided loyalty and encouragement to the men going to
fight. They act as nurses and provide other background support for the war and men.
The women have no control over the events of the war, but must accept the roles it brings
them. In many Western cultures, the maternal heroine, mater dolorosa, mother of
sorrows helps women to continue the struggle to nurture her children.
Symmetry or Asymmetry?
Sometimes there is the illusion of symmetry between genders. This delusion of
balance is what keeps many people from questioning the patriarchy. It looks simple:
while he is playing a game, she is playing an equally valued one. Many people believe
there is a balance of the importance of them. Luce Irigary described the blind spot of an
old dream of symmetry in Speculum of the Other Woman (1985). This spot is the place
where biology and nature do not appear. According to Irigary, the differences between
genders are mysterious: biology and anatomy do not explain it. She argues, the
anatomical model of both genders involves the same tissue, except that the male tissue
protrudes outward while the female tissue remains internal. The definition of woman is
relative to the person who defines it or the theoretical perspective. Freud looked at a
mime relationship. Since the sperm searches out the ovum in an active, aggressive
manner, the holder of the sperm mimics this behavior. The ovum "is immobile and waits
passively," (Irigarary, 1985, p.l 14) therefore, the holder of it mimics it also. The "active"
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role in intercourse along with the mark a man makes on the "product of copulation with
his own name" (Irigarary, 1985, p.23) further supports man's rank of superiority. This
view of intercourse has been extrapolated to the rest of society in which women have
been seen as passive and males as active.
The reasons symmetry does not exist between genders are functions of
socialization and domination. Spelman argues "subordinated people insist that they have
characteristics in common with their dominators.. .and therefore that they are owed a
higher regard than presently afforded them by the dominators" (1988, p.140). Whether it
is physical, emotional or intellectual traits that asymmetricize the human race, the gender
typing appears unbalanced.
The sexual asymmetry is evident and reproduced in Western society. The
"sex/gender system" (Rubin in Chodorow, 1978, p.8) has promoted continuation of
traditional roles. The roles women traditionally assume are perpetuated by their own
social role and position in the hierarchy of gender also. By accepting these roles
(domestic, emotional, nurturing etc.), women continue the cycle of mothering and
oppression.
The bipolarity of gender-specific personality characteristics, presented by Carol
Gilligan, in her book In a Different Voice (1982), indicates further barrier building
between the genders. The bipolars between compassion and autonomy; virtue and power
remain strong. Gilligan's research on abortion studies the feelings women had in making
this decision. The guilt women feel by aborting a child is caused by the decision. Jean
Piaget described moral judgment as divided into three categories: preconventional,
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conventional and postconventional12. Thus, the Kantian principle is more important than
the relationship. In the abortion dilemma, women tend to operate more from the
postconventional position, considering responsibility, fairness and equality. Women
recognize the "limitation of judgment itself (Gilligan, 1982, p. 102). They are
disinclined to judge, because they are reluctant to hurt.
In further studies about moral judgment, Carol Gilligan (1982), revealed that most
judgments generally remain in the gray area of our continuum of thought. "You really
don't know your black and whites until you really get into them and are being confronted
with it" (Gilligan, 1982, p.87). Her research indicated that women tend to consider
themselves in relation to others. They take the responsibility of care, of maturity and of
self seriously. For men, on the other hand, the injunction is one of respect, rights of
others, protection from interference of rights to life and self-fulfillment. The obvious
difference is that men primarily focus on their own fulfillment. Between adolescence and
adulthood, two ideologies pervade. Separation is justified by an ethic of rights, which is
more male-specific. Attachment is supported by an ethic of care, which is more femalespecific (Gilligan, 1982, p. 164).
As women enter middle school principalships, they too struggle with the
ideologies of separation and attachment. While attachment is more common to the way
they have been raised, separation is considered a positive independent practice. As they
administer at schools, their ethic of care and ethic of rights often conflict (Gilligan, 1982).

12

The preconventional judgment is egocentric in nature and is based on an individual's own needs.
Conventional judgment is based on shared norms and values within relationships and societies.
Postconventional judgment is a reflective consideration of societal values and constructs moral principles
that are universal applications.
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Sandra Harding (1991), insisted that viewpoints matter in the analysis of
knowledge and understanding of the empirical world. This aspect of standpoint theory is
relevant to the framework of this dissertation. She asserted that it is necessary to decenter
the patriarchal views of the world in order to fully understand humanity. A look at
women's views must be included. Multiple perspectives help knowledge to be
crystallized. Since science is part of social science, society must be considered in
affirming knowledge too.
It remains unclear if a woman's ideal world would be different from a man's
world, since it will be through attaining the same situation as theirs (man's) that
she will find emancipation...What is certain is that hitherto woman's possibilities
have been suppressed and lost to humanity, and that it is high time she be
permitted to take her chances in her own interest and in the interest of all.
(Beauvoir, 1949, p.715)
The vicious cycle that has kept the hierarchy orderly is hard to break because the two
genders are victims of the other and itself. Although jurisprudence has been altered to
include women, limited progress has been made. It is when femininity is understood as a
social construction, that the opportunity for women to construct their own gender will
emerge.
"Benefits" of Being Female
The benefits of being female depend on the theoretical background being used to
decide this. The feminist perspective commonly recognizes very few general benefits to
women in our society. Traditional female virtues or attributes allow women to see the
importance of relationships between people. (See Table I.) These people skills can be
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considered benefits to leading a group of middle school teachers, as a principal. More
collaborative teamwork may be expected since middle schools tend to cluster students in
teams for learning. Their leadership may be more like the web of inclusion that Helgesen
(1995) suggested.
The advantages of including women to the administrative world have not been
clearly demonstrated either. The patriarchal nature of school administration does not
appear to have been expanded, even with the inclusion of women to those positions
(Mertz & McNeely, 1995, Smulyan, 2000). So, although women are being included in the
profession of administration, it is not yet clear as to whether they are truly included or
primarily added on. If they are simply added on and expected to be one of the boys
(Tyack, 1974), then the benefits to these women are lessened. Even while working within
the patriarchal structure, women may benefit by learning to utilize more masculine
behaviors and therefore become more flexible leaders. By learning to adapt to the
environment of the patriarchy from an administrative level, women may gain a better
understanding of the traditional views of administration.
Women are gaining prominence in powerful educational administration positions.
That is shown to be quantitatively true from the data in Chapter I (Blount, 1998; Georgia
Department of Education (CPI Data Collections: 10/2000); National Center for Education
Statistics (1999-2000); National Center for Educational Statistics and National Education
Association, 1997; Patterson's American Educational Directory; Shakeshaft, 1989).
Legislation, like Title IX, has focused attention on the need to balance the number of men
and women in some ways. This has given women more opportunities, yet the traditional
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stereotypes remain, and often interfere with the acceptance of the increase in women in
leadership positions.
Employment issues have tended to cause perceptions of women to sometimes be
negative. The perception that women are gaining positions, simply based on their gender,
is common (Duncan, Seguin, & Spaulding, 1999; Funk, 1986; Smulyan, 2000). It
remains illegal to place a woman in a position instead of a man, solely based on gender.
So if a woman was hired, her credentials must have been considered worthy of the job.
This is generally not an issue when a white man is hired instead of woman. Complaints
and reverse discrimination practices have been reported (Shakeshaft, 1989; Smulyan,
2000). These issues have put a further burden on women.
Summary: Cultural Implications
With the increased number of women who work as educational administrators, the
appearance of this field of education has changed during the past 50 years. Whether the
internal workings of schools will be different due to these incremental changes has yet to
be determined. This study provides a beginning to examine Georgia's middle schools
that are led by female principals. Due to the cultural influences on gender, these women
have experienced oppressive constraints on their career choices. Regardless, they have
become leaders in the male-dominated world of educational administration.
Because the world in which we live has been dominated by males, the female
gender has been considered inferior. This is evident in Western cultures even today. We
are socialized to become a certain gender based on our biological sex. This tends to be
accepted as the norm. Both men and women tend to support this ideology. Hierarchies
and categories allow people to situate themselves and others easily. Although feminist
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research is generally conducted by females, and the focus many times reveals the
oppression women face, both genders are pressured by this practice. Both genders are
squelched of some of their personality characteristics because they do not fit their gender
descriptors. Therefore each person becomes a gender through contact with the social
order of his/her world.
Generally division of something means there is less remaining. By partitioning
the human race into two groups, we are left with less to build on from infancy, thus
limiting our possibilities and scope of vision for ourselves and of others. Narrowing the
prospects limits the opportunities within our society for family, education, career, leisure
activities, etc.
The patriarchal nature of Western society relies on the division of people. In
order to fill the hierarchy, the value of gender is cast upon individuals. If the traditional
patriarchal structure was dismembered, the gender value labels would be irrelevant. The
male gender holds a high value, while the female gender is considered inferior. At birth,
the first question usually asked is "Is it a boy or girl?" Along with the answer of the sex,
the infant's life begins to conform to it. Depending on the sex, the parents and others
begin molding him or her into the gender that is traditionally related to the infant's sex.
One is not bom a boy or girl, but becomes one. His/her world is divided and limiting due
to the gender label. Thus, the reproduction of society's hierarchy and categories of people
perseveres.
The roots of gender compulsion stretch deep beneath the surface of a democratic
society. Power and gender construction coexist in a complex organization aimed to
sustain both of these constructs. Foucault argued, "sexuality is always situated within
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matrices of power,... always produced or constructed within specific historical practices,
both discursive and institutional, and that recourse to a sexuality before the law is an
illusory and complicitous conceit of emancipatory sexual politics" (in Butler, 1990, p.97).
Patriarchal societies depend on the tradition and division of people into categories for the
benefit of males. As the power politics march on, people tend to blindly accept the
system of gender labeling and fail to think of possibilities beyond it.
Subordination of women justifies a higher step in the hierarchy for men, although
many men become overburdened with this stature. Endless statistics indicate that the
stress that accompanies men's power station is unhealthy. According to the National
Center for Health Statistics, (www.cdc.gov/nchs/data/hus 93.pdf), men have a higher rate
of heart disease, lung cancer mortality, HIV mortality, unintentional injury mortality,
suicide and shorter life expectancy. The 23-year trend reported fairly consistent gender
discrepancies between black and white males in comparison to black and white females.
In every area listed above, white males had the highest rate of incidence, while the
females had the lowest. The race of females with the lowest incidence rate varied. The
correlation of gender and higher risk factors indicates the power surge men live with is
not an ideal one, although it is a strongly sought after goal. These statistics indicate the
patriarchal society is damaging to males as well as females.
Another reason the gender-stereotyped roles are simply played-out is the comfort
that comes along with them. Thinking "outside the box" about the possible dangers and
loss of opportunities for males and females has not been advocated. Thinking "inside the
box" about one's gender is rare also. Feminist research and movement indicates this has
become more evident in the last 50 years. Many females are intimidated to question the
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power structure in society, since their power is stifled. Thinking, researching, studying
the current patriarchy from a female perspective may be threatening to some men and
women. Females tend to be intimidated by their lack of stature in society and fear further
subjugation. Males may be anxious about the loss of power they may experience if the
female perspective is strong enough to alter the hierarchy. Thus, they do not usually
actively pursue thought pertaining to the gender creation in society.
Gender Domains
Exclusion of gender in situations encourages the status of a situation to be
different. In a patriarchal society, the role each gender plays is cast out and expectations
for the production of related behaviors is strong. The domains for each of the two
genders provides a separate, rarely intersecting, circle in which to abide (Rowbotham,
1976). Like a Venn diagram with two circles, these domains are closed and historically
intersect only when individuals from within a circle reach across the boundaries.
Examples include people who enter professions dominated by the opposite gender and
single parents (male and female), to name a few. Women who administer middle schools
also struggle with these domains. Gender-specific characteristics are contained within
each circle. Consider personality traits, responsibilities, careers, behaviors, manners,
values, and authority as examples. The patriarchal society is one that divides these things
by gender.
Once the biology, history, philosophy, economics, psychoanalysis and other
disciplines are woven together, it is clear that the power of sexuality is a product of
patriarchy. Through the social sciences, it is obvious that we have grown accustomed to
seeing life through the male's eyes. By implicitly adopting male life as the norm, it is
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evident that we try to "fashion women out of masculine cloth" (Gilligan, 1979, p.27). If
genders are branded on the surface of bodies rather than within them, then it seems that
collective resistance to it can avoid the branding.
The expectations within Western society have been limiting to females as well as
males. The many generations of people that have been indoctrinated to accept these
limitations as "right" make it incredibly difficult to bring about change. Equally difficult
are the efforts to gain agreement that changes in gender construction are necessary. Nel
Noddings (1992) indicates that feminist transformational thought emphasizes radical
changes in education related to gender issues. Both genders are encouraged to fully
participate in domestic and public life. This type of education hopes to allow men to live
less aggressive lives and all people to live "more harmoniously with one another and the
planet that is our common home" (Noddings, 1992, p.678). It is through education that
the needed changes can be confronted and made.
Conclusion
This feminist theoretical framework outlines the basis upon which this study
about women school administrators rests. While considering the implications of this
framework upon research about female middle school principals, it is important to note
that the analysis may differ from positivist conclusions. Much of this research primarily
studies female middle school principals in Georgia to determine how they perceive
themselves and to study how they are perceived by others. These perceptions will be
compared, to this theoretical framework and theory that feminism provides, to better
understand women in middle school administration. Women in positions of power
represent a nontraditional context for them. Since middle school administration is an area
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of schooling where women are underrepresented in Georgia, it was selected in order to
determine the factors that may cause this continuous trend.

Chapter III
Literature Review
Introduction
The study of women in school leadership positions narrows the scope of research
conducted in the field of administration. The inclusion of gender issues, as it relates to
leadership, further narrows research conducted in the United States and other Western
countries. The books, articles and research studies generally focus on nationwide
evidence and practices of women administrators. Very little has been written about the
practices and patterns in the South. My research focuses on women administrators in
Georgia. Although there are similar patterns of employment, there are cultural factors in
Georgia that also impact such trends.
This literature review will consider broad national issues related to women in
school administration as well as more specific research done in the South. Gender equity,
career patterns, educational administration culture, barriers to employment, perceptions
of women administrators and discourse about leadership and women will be the main
topics of this literature review.
Studies of Women Administrators: Gender Equity
Especially since the early 1970s, a variety of studies about women in school
administration have taken place in the United States. The historical statistics in Chapter I
are cited in studies indicating an imbalance of men and women administrators. Many of
the studies focus on gender equity in school administration. Southeastern states have been
included in some of the studies. State departments and others have conducted statistical
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nationwide and regional studies to determine the number of men and women in
administrative positions within school systems. They indicated that in spite of
competence and leadership skills, women were still not appropriately represented in
public school administration positions (Greer & Finley, 1985). Studies of national trends
correlate with those emphasizing the Southeast, such as gender barriers, cultural conflicts,
historical structures and socialization processes that limited women from aspiring to
administrative positions (Blount, 1999; Estler, 1987; Funk, 1986; Mertz & McNeely,
1988; Mims, 1992; Patterson, 1994; Regan, 1990; Shakeshaft, 1987; Schmuck, 1993;
Tormsen, 1989). These studies investigated the issue of gender differences along with the
lack of women in administration to try to gain a better understanding about the small
percentage of women in these positions.
Patterns of Promotion
Men have retained their dominance of top positions in educational administration.
This pattern in education mirrors complex white-collar institutions and industries'
standards. There has been horizontal and vertical segregation of male and female jobs
that systematically limit opportunities for women. In schools, women provided the bulk
of the teaching force, while men served as the administrators (Hansot & Tyack, 1981).
This practice reinforced the notion of an "educational harem," whereby the women
surrounded the male administrators. The promotion of men was primarily based on a set
of criteria that revolved around gender.
In the late nineteenth century, there was a movement to "take schools out of
politics" (Tyack, 1974). Ironically, yet not surprisingly, it placed schools directly in the
center of the white, middle-class male politics. The reform efforts of the schoolmen
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called for increased bureaucracy, standardization, control and subordination of those
falling below the top of the patriarchal hierarchy of schooling. This white male ideology
forced a corporate-bureaucratic model of schooling. Teachers were considered
subordinate to administrators, who perpetuated the present, culturally accepted practice of
male domination. While females numerically dominated teaching, their numeric
representation in administration was minimal.
As noted in Chapter I, schools were consolidated in rural and urban areas in the
early 1900s. The one-room schoolhouses and community schools in the United States
were reduced from 200,000 to 20,000 between 1910 and 1960 (Tyack, 1974). Cultural
assumptions regarding gender meant that as more organization was needed to carry out
these efforts, more men were involved. Many schools placed male principals in charge of
the almost entirely female faculties; thus producing an "educational harem," as Tyack
termed it. This was commensurate with society's norms also. Male administrators also
led industries and businesses.
Discriminatory practices produced the drop in female administrator statistics as
well as the aspirations of women to become administrators since the early part of the
century. Early advocates of hiring male principals said these men would "enable women
to handle their jobs efficiently and control the older boys (though the presumed
superiority of men as executives and disciplinarians seems to rest more on male vanity
than on evidence)" (Tyack, 1974, p.61). There was also a notion that since women were
influencing children in schools, there was an imbalance. Prior to this, a fear that male
supremacy was being challenged prompted legislative discussions in the late 1800s
(Blount, 1999; Klein, 1985; Tyack, 1974). In 1892, the U.S. Commissioner of Education,
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endorsed a "strong stand for the restoration of the element of masculinity" (Tyack, p.63).
Since men were considered the breadwinners of the family, they were granted positions
with more salary than women's pay. Principalships gave the opportunity for extra salary
to be given. Men were routed into these positions for this reason and others
commensurate with the American social context.
Several facets of administrative positions make it more likely for men to hold
such positions. Patricia Schmuck (1980) outlined the individual, social, and
organizational perspectives of women's lives that often do not funnel them into
administrative positions. Careers, historically, have been a major goal of men in our
society. Women have tended to focus on marriage and family with a career being a
secondary aspiration, if one at all. The social perspective of men's and women's work
differences also affected career aspirations. Our society has opted to maximize the
differences between males and females. The sexes are clearly segregated in the labor
force and education. Women's work has lower prestige and pay than the work performed
by men (Stokard & Schmuck, 1980, p.243).
In a 20-year study, Patricia Schmuck (1993) described progress toward gender
equity in education from 1973 to 1993. Four issues were addressed: law and policy;
language; culture of school; and school administration. Her findings indicated that
schools have been addressing peripheral issues, instead of confronting institutional
racism and sexism. The disposition against women in administration has been strong and
much must be done in all areas above to rectify it. Hansot & Tyack (1981) pronounced
that "[a]n effort to make organizations 'sex-neutral' is an exercise in self-delusion. As
long as society invidiously reflects differences of gender, so long will its institutions
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continue to be inequitable" (p.33). In school administration, this imbalance of gender has
continued into present day.
Organizationally, institutions such as schools have mirrored this social pattern of
work differences for men and women (Hansot & Tyack, 1981). Although the number of
employees may appear balanced, more women were more often dissatisfied with their
positions and engaged in behaviors that were not advantageous to their advancement
(Kanter, 1976). Continuing until the present, this pattern of gender inequity has
continued in school administration. The percentage of female administrators has been
inching upward, but there has not been a vast movement toward gender equity.
Six recent studies gathered statistical data regarding gender-equity issues in
schools (Blount, 1999; Doud, 1989; Fansher & Buxton, 1984; Greer & Finley, 1985;
Schmuck, 1993; Zheng & Carpenter-Hubin, 1999). These studies illustrated the gradual
progress made in gender equity among administrative positions during the past 50 years.
While this quantitative data is important in describing the macro level environment, I
augment this analysis with qualitative data, which reveals how the macro level
environment has impacted the careers of women administrators. This dual level analysis
provided an in depth investigation of the asymmetrical relationship of men to women in
school administration.
Hierarchical Structures
Currently the structural hierarchy of administration prohibits widespread
encouragement of women to aspire to the upper levels. Although there are more women
now than 50 years ago graduating with administrative graduate degrees and in doctoral
programs, their education credentials do not seem to be enough to overcome their gender
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difference. As Adler, Laney & Packer (1993) showed, differences between genders are
social constructions rather than natural differences. The dominating group retained its
stronghold in this area. In the study of educational management, as well as business
management, "women are usually either invisible or added on" (Adler, Laney & Packer,
1993, p.58).
A paternalistic desire to control education and people in the name of power
persists (Blackmore, 1999). Such structure depends on subordination. This "external
structure is resistant to internal pressure" (Adler, Laney & Packer, 1993, p. 132).
Dynamic separation in the school hierarchy serves to perpetuate this power structure.
This "alienation...traps both the powerful and the powerless in hegemonic structures
which are cruelly dehumanizing" (Adler, Laney & Packer, 1993, p.92). In
administration, the organization of line management leads to separation and division of
power. The linear pattern of the education hierarchy is flawed and one-dimensional,
which presents a problem. Although it represents a cultural depiction of education, it is
lacking. Educational organization and relationships are much more complex than a linear
drawing could summize. The multi-dimensional web of connections between people, at
the least, needs to be viewed as simultaneous interactions. As people work together, the
connections become stronger. The overabundance of bureaucratic functions of the
hierarchy becomes unnecessary, as relationships are cultivated (Adler, 1993). Charts of
functional line management and organization seldom depict reality. Stephen Knezevich
(1969) revealed that such charts have not considered informal relations between people
and therefore only focused on operational aspects of the system. He says that "few can
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resist the urge to pattern boxes and solid and dotted lines between the spaces in the top
box and those in lesser boxes" (p.52) when depicting line management.
Women of color historically have been found at the bottom of the administrative
hierarchy. These women are often found in "decision-making positions in the central
office system" in large urban school systems (Dougherty, 1980, p. 172). Rarely do they
have contact with lower-level minorities. Alienation among them can rapidly occur if no
effort is made to develop a communication network.
Suzanne Estler (1987) discovered similar findings.

Women aspiring to

administrative positions frequently are confronted with barriers. Some researchers
suggest that the structure of power, opportunity, and social proportions in organizations
strongly influences individual behavior. Through the use of a survey to all school
administrators in Maine, she studied the differences and similarities in how men and
women administrators viewed the competency demands of their jobs. Women tended to
score significantly higher in people-related and cognitive competencies, while men
scored higher to "things" and conflict. She concluded that the structure of power,
opportunity, and social proportions in organizations influenced individual behavior. Thus
women are negatively affected by the structural niche they occupy. Gender stereotypes
have often been explained as the root from which other barriers begin for women.
Hansot & Tyack (1981) found that although the performance of female and male
administrators was comparable, no gender-neutral system was practiced. Thus, Suzanne
Estler (1987) concluded that the attitudes of the decision-makers have been a major
reason for the scarcity of women at the top.
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Career Patterns
There is limited research about women's educational career patterns because
teaching has not always been considered a career. Since administration has been defined
as a career, women in these positions have provided the primary research about women's
career patterns in education (Marshall, 1979; Oritz, 1982; Shakeshaft, 1989). These
studies provide a starting point for further understanding of career patterns of female
administrators.
Flora Oritz (1982) and Charol Shakeshaft (1989) found that men and women
often enter educational careers with different goals. Oritz studied the differing paths to
education administration for both men and women. Charol Shakeshaft made similar
findings by broadly studying administrative trends and research done on women
administrators. While women tended to choose education as their first career option, it
was a second option for many men (Oritz, 1982; Shakeshaft, 1989).

White men tended

to focus on moving into administrative positions and were actively encouraged to do so
from the system. Women have not received the same kind of encouragement or
expectation and subsequently taught longer before becoming administrators (Hansot &
Tyack, 1981).
In their National Institute of Education report, The dream deferred: A golden age
for women school administrators (1981), Hansot & Tyack indicated that early in the
twentieth century, women in education were mostly young and single, while men were
married. In 1900, 90% of the women in education were unmarried (Hansot & Tyack,
1981). They often had to choose between a public career and the intimacy of marriage.
While employed in schools, women encountered strict restrictions on their conduct.
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These were some examples of provisions written into contracts, rules more germane to
children or servants than to professionals:
Not to fall in love, become engaged, or secretly married. To abstain from
dancing, immodest dressing, playing cards, smoking. To sleep at least eight hours
each night; to eat carefully, and to take every precaution to keep in the best of
health. To take a vital part in Sunday school work. (Hansot & Tyack, 1981, p.24)
Those who remained unmarried teachers carried out the stereotype of the protected
woman.
Early Woman Pioneer of Administration
Although historically career patterns and positions have tended to follow a
gendered trend, there are women whose career paths led to official leadership posts. Ella
Flagg Young's experiences provide examples of barriers and conflicts that may arise
from the female pursuit of administrative positions. She was a pioneer in the field of
educational administration, because beginning in 1865, she was the first woman who
served in many leadership roles.
Ella Flagg Young was a widower, and an exception to the male tradition of
leadership. She served as principal in the Chicago school system beginning in 1865
(Smith, 1976). For roughly 30 years, she moved to several schools as principal for
various reasons. The politics of education, her persistent beliefs about education, and the
school board's lack of support for her ideas led her to resigning posts. She was notorious
for her leadership and focus on school curriculum. She studied under John Dewey, at the
University of Chicago, and based schooling on Deweyian ideals. She had strong teacher
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and community support, but often did not comply with school board advice. None of her
achievements represented tokenism, she earned her way though her journey in education.
In 1909, she was elected Superintendent of Chicago public schools. She was the
first woman to have the position of superintendent. She was also the first woman
president of the National Education Association (NEA) in 1910; first woman president of
the Illinois State Teachers Association; and first woman principal of a large teachers'
(normal) college (Smith, 1979, p.223). Her strong moral convictions and commitment to
teachers and children sometimes put her at cross purposes with special interests,
including the Chicago school board. As she resisted unfair practices by school board
members, she experienced strong opposition in some places and powerful loyalty in other
places. Her leadership provided an inroad for women interested in leading schools.
Succeeding Chicago superintendent, Peter Mortenson declared that had she been a man
she "would have directed a great corporation, managed a railroad, served as governor of a
state, or commanded an army" (Smith, 1979, p.231). She is considered a pioneer for
women aspiring to administration in school systems.
Administrative Career Placements for Women
Women have attained administrative positions of every type in the education
hierarchy. The majority of women are concentrated on the lower levels of administration
serving as assistant principals, central office staff positions, supervisors, specific program
specialists or the elementary principalships (Shakeshaft, 1989, p.66). The assistant
principal position often serves as a gate-keeping job for women. It provides a step into
administration, but many women find themselves in this position longer than men
(Marshall, 1979).
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In a study of career pathways of elementary principalships in Georgia (Jones,
1990), there was a significant difference in the number of jobs held prior to the
principalship, depending on gender. Women held 3.5 positions, while men held 2.89
positions before becoming an elementary principal. Men often moved from being a
teacher to a coach or supervisor to a principal position. Women tended to move at a
slower pace than men, having more steps to the principalships than did men do. They
tended to move from elementary teaching to middle school teaching, counseling, media
specialist to assistant principal and finally to the principalship (Jones, 1990, p. 107).
Career patterns have been studied and indicate that men have more entry-level
positions for the typical male teacher to become an administrator (Oritz, 1982;
Shakeshaft, 1989). Males more commonly occupy the roles of band director, coach, and
assistant principal. Elementary schools house a large majority of female teachers. At
that level, the positions of band director and coach are not even present for women, so the
choices for leadership positions are fewer. Charol Shakeshaft illustrated the typical
career paths of women and men in administration. As shown in Figure 11, women
typically have shorter career paths. As the administrative jobs become higher in the
ranks (Supervisor or Secondary Principal), typically women have fewer opportunities
also.
The majority of female principals are housed in elementary schools. Using the
perspective of position-related factors, such as size and location of schools, there has
been a difference in the gender of the principals. The differences in male/female
administrator salary and compensation relate to gender itself, and may be more related to
"occupational and positional segregation" (Zheng & Carpenter-Hubin, 1999, p.3). This
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refers to one's career position within the hierarchy. Shakeshaft (1989) shows how
women have fewer opportumties to advance in Figure 11, thereby keeping their
occupations and positions separated from men's.
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Figure 11. Typical career paths for women and men in administration. Administrative
positions are located at the top of this figure.13
Career mobility patterns and practices of men and women differ. Women are often place
bound because of the "mistrust of unknown woman; woman must prove herself before
she is given opportunity" (Marshall, 1979, p.242).
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Organizational Structure
The job structure of large organizations limits opportunities for both genders.
"The possibilities people experience in work, then, are often limited by the job-structure
made available by the design of large organizations" (Kanter, 1977, p. 15). Due to
historical "sex polarization and segmentation" in America, men have dominated
management positions while women have remained in low-level jobs. Success has
traditionally meant "movement in a large hierarchical organizational" (Kanter, 1977,
p. 129). Men are viewed as more successful because they fill the majority of the
administrative positions. Schools replicate these organizational findings also.
Traditional Administrative Practices/Assumptions
Traditional ideals of leadership provide limited models and research. Susan Adler
asks the question "To what extent have traditional views of leadership hampered women's
aspirations?" (1993, p.5). Her research indicates that in public school systems in
America, there are many women who are qualified academically and professionally to be
superintendents and principals, but they are not working in those positions. Instead they
continue teaching, or may supervise curriculum, food services or other traditional
(stereotypical) small scope position. Administration tends to be based on masculine
values and linear models. Feminism looks at non-linear models and multi-dimensional
ways of working. The research about education administration culture illustrates how
masculine values have been preserved, while at the same time, the multi-dimensional
aspect of administration is becoming more respected.

13

From Women in educational administration by C. Shakeshaft. 1989. Reprinted with permission of the
author (See Appendix A).
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Traditional Education Administration Culture
In studies of educational management, as in business management, "women are
usually either invisible or added on" (Adler, Laney & Packer, 1993, p.58). The increased
bureaucratic arrangement of schools has placed the organizational management of them
in the hands of men. "Men who became school administrators modeled their work
closely on such hierarchical social institutions as the military and industry where roles,
status, power, and authority were defined with position" (Blount, 1998, p.7).
The role of superintendent has gained increased attention and accountability since
this time also. Superintendents tend to be overseers and politicians within the school
system and community. Superintendents
received substantially higher salaries than teachers; they assumed more masculine
line-identified supervisory duties; they maintained their offices in a central
location near local male power structures; and the title offered incumbents some
stature in their own communities. Administrative work offered a genderappropriate way for men to stay in education. (Blount, 1998, p.46)
The American Sunday School Union (AASU) had male Sunday school superintendents
during the early part of the century who were authority figures organizing the work of the
female teachers also. Jackie Blount (1998) postulated that this union may have inspired
schools to adopt some of its structural practices (p.47).
Generally, there has been an increase in the percentage of women who have
served as superintendents since the late 1920s. In 1928, 1.6% of the nation's
superintendents were female. In 1993, 7.1% supermtendencies were filled by women.
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Women have been more likely to attain superintendencies in the western states. The
weakest opportunities appear to be in the southern states (Blount, 1998, p. 197).
Principal roles have dramatically changed during this century also. Principals
were most often considered instructional leaders in the early 1900s. As their
responsibilities grew, this description changed. In 1937, the following list of ideal
conceptions of principal's roles and responsibilities was offered: planning, organizing,
staffing, directing, coordinating, reporting and budgeting (Sergiovanni, 2001, p.4). Lists
like these are continually changing. Presently there are lists of competencies and
proficiencies, like the "Elementary and Middle School Proficiencies," produced by the
National Association of Elementary School Principals (NAESP). This document
includes 96 proficiencies grouped into 4 major categories that define expertness in the
principalship. As the definition of effective principal broadens, the question about the
degree of management or leadership a principal should practice in order to be effective
comes into play.
Management vs. leadership
There has been an ongoing debate concerning the focus of education
administrators. Many claim that the bulk of administrative work has been aimed at
management, while others claim that leadership of people has been the focus.
Manageralist practices are based on the industrialized-factory approach to schooling
(Tyack & Hansot, 1982). They include standardization, centralization, bureaucracy,
monitoring, and testing among others. Principals are often encouraged to run a school
like a business, thus seeking clients and satisfactions, rather than providing educational
services to children. This approach excludes the notion of leadership. At the highest
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level, "the art of politics has taken precedence over the craft of instruction in the
superintendency" (Grogan, 1996, p.20). Recall the high percentage of men in these
positions. The statistics indicate there is an abundance of qualified women for these
positions, but where are they? asks Margaret Grogan (1996).
Management implies control over others and situations. Jill Blackmore (1999),
has studied leadership in several countries. Australia, Sweden, Great Britain, United
States, Canada and New Zealand have been the most recent focus of her research in
schools. Her findings include the following managerialistic practices in schools:
standardization, centralization, bureaucracy, top-down management, monitoring, and
outcomes orientation.
Training practices for administrators
As educational administrators are being taught to be leaders, the following
mechanistic approaches are the focus: benchmarking; competency-based; task-oriented
approaches; skill checklists; and training rather than "holistic, value driven, reflective
and potentially more inclusive leadership practices in longer leadership education
programs" (Blackmore, 1999, p. 101). Managerialism reduces leadership to technique
and not to purpose, passion and desire; uncertainty is controlled by the certainty of
mission statements; and visionary leadership is more about directives than vision. She
identified "transparent accountability measures (standardized test scores and performance
management) that provide feedback" (Blackmore, 1999, p. 10) as monitoring checks to
school systems. The professors of educational leadership have primarily been male, as
are the authors of textbooks used in their classes. They have also recruited and admitted
chiefly men for graduate classes in administration. Competent female applicants may
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also be overlooked in graduate classes also. Adkison found that "men choose to sponsor
women to conform to their stereotypes" (1981, p.323).
Sponsoring and placement networks were "not called an 'old boy' system by
accident" (Hansot & Tyack, 1981, p.26). They were actively organized systems whereby
mentors took men and worked closely with them and their network to ensure
employability. Sandra Tonnsen (1989) found that minorities and women, in educational
administration preparation programs in the Southeast, are frequently overlooked in
program planning and employment opportunities. They are encouraged to blend in with
current male hegemonic ways of leadership.
In professional organizations like National Educational Association (NEA) and
the American Federation of Teachers (AFT), men continued to dominate the decisionmaking structure even after inclusion of women was agreed to in the 1920s. According
to Hansot & Tyack (1981), it has not been until the last generation that male hegemony
was questioned in educational organizations, school systems and society.
How do Women Fit into this Culture?
The ongoing association between leadership and masculinity creates gate-keeping
mechanisms that exclude women from leadership positions. "The hegemonic
heterosexual masculinity in educational management early on assumed the cult of
toughness, a desire to assert authority while haunted by the fear of effeminacy"
(Blackmore, 1999, p.30). There are the "hard" (finance and law) issues of administration
that are often more highly valued than that of the "soft" (curriculum/pedagogy) issues of
administration.
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Formal authority is often synonymous with leadership, as "authority is inherent in
hierarchical relationships, based on technique and expertise, leadership implies rational
decision making based on empirical evidence" (Grogan, 1996, p. 168). In research
conducted by Norma Mertz and Sonja McNeely (1988 & 1995), female high school
principals tended to accept the hierarchical structure of their schools and enjoyed being
the main authority within it. While studying the "lived" experiences of high school
principals, they also found that the two women principals they studied, in 1995, accepted
and respected the power and authority of the central office. The principal's authority was
viewed within the main hierarchical framework of the school system. A word of caution
was given by the researchers, as those in power contemplate the "appointment of females
to such positions, they may seek those females who are most like the dominant office¬
holders. It may be that 'role' is a more important determinant of behavior than gender"
(Mertz & McNeely, 1995, p.20).
Leadership theories and concepts indicate a conceptual weakness in the
narrowness of perspective. Females are viewed as "other" or rendered invisible in these
male-defined perspectives. "Whether or not the process is intentional or subliminal, the
end result is the same in the majority of the work examined: Women are not included"
(Shakeshaft, 1989, p. 152). School principal leadership provides an opportunity for
women to alter the course of the male-dominated model. Women tend to favor less
hierarchical structures of management and instead prefer to operate on a "set of peoplecentered ethics rather than totally business-centered concerns" (Adler, Laney & Packer,
1993, p.l 18). "Successful leadership" is defined numerous ways. The dilemma about
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what constitutes this is ongoing. Female leadership often places the emphasis on people
and relationships.
Research about Women's Leadership
The inclusion of gender and discourse as it relates to leadership narrows the scope
of research conducted in the United States and other Western countries. Two ERIC
searches of academic literature were conducted. One included the Cambridge Scientific
Abstracts and the other was a general search of the ERIC database. There were 4,778
references related to women in administration. There were 295 related sources for
women and principal; and 18 for women, principal and feminism (www.csa.com').
Approximately 50% of these matches related to school principals. (Others focused on the
principles of feminism.)
In narrowing down these sources to ones that more directly related to my research
questions, four were directly related to Georgia, women as school administrators and
feminism. None of them directly related language to the gender gap in school
administration. But there were three studies conducted in the Southeast that addressed
gender and school administration from a feminist perspective (Marshall, 1987; Mertz &
McNeely, 1988; Mims, 1992). My literature review yielded three primary categories of
studies of women school administrators: gender equity, perceptions and language.
The findings of Norma Mertz and Sonja McNeely (1988) indicated that women
were being represented more recently in overall line administration positions in
education. They studied school systems in four types of school districts: rural, suburban,
medium-size city, and urban. Most notably the number of female middle school and high
school principals increased. They also found that these gains in female position holders
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have not come at the expense of male position holders, but were due to an increase in the
total number of positions.
Nancy Mims' (1992) research focused on how women perceive opportunities in
education as well as viable options in meeting career goals. While working with female
students currently enrolled in an administration program in Georgia, she surveyed them
about their demographic characteristics and attitudes. Finding that women outnumbered
men in administration courses by three to one, she found that women often find barriers
to obtaining administrative positions. More women often hold principalships in larger
school districts while women are less evident in suburban and rural areas. Based on the
Georgia data for the 2000-2001 school year (see Figure 9 and Table IX), this pattern
seems to have continued. She found that the lack of mentoring, mobility, and the
preference for male leadership often impedes women from reaching their career goals of
administrative positions.
In her book, Using sociolinguistics for exploring gender and culture issues in
educational administration (1987), Catherine Marshall focused on the role of language in
understanding the gender inequity of access to educational administration positions. She
used a microanalysis of language for identifying the values, norms, and assumptions in
the culture of school administration. By linking language patterns to perceived
competence, she suggested that important insights could be revealed. Several
suggestions about further research projects were given. A combination of "interviewing,
observation, and linguistic analysis will yield important insights that not only describe
language patterns, but also the effects of those patterns on individual's ability to project
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an image of competency and power upon which to build a career" (Marshall, 1987, p.20).
This dissertation incorporates the interviewing and linguistic analysis.
Information from these three studies provided a basis for the surveys and
interview questions. The structure of school administration presents barriers for women,
yet some women work their way through it successfully. How do some women achieve
success, while others do not? In this study, women's routes to administrative positions
and how they may be different than those of men were examined. Discourse was
analyzed to better understand how language shapes the experiences and opportunities of
women in school administration.
Advantages to Women Administrators
The perception of the benefits women experience as administrators are limited.
Legislation, like Title IX, has focused attention on the need to balance the number of men
and women in some ways. Equal opportunities for women have been reported in the
media. The inclusion of additional women into the administrative work force has been
successful, quantitatively. Numeric trends, as shown in Chapter I, indicate that there
have been more female administrators nationwide and within Georgia. Thus, regaining
numbers equivalent to pre-1928 levels.
The advantages of including femininity to the administrative world have not been
demonstrated. The patriarchal nature of administration has not been altered, even with
the inclusion of women to those positions (Curry, 2000). Reverse discrimination and
complaints that she got the job just because of her gender have often been reported
(Smulyan, 2000). This puts a further burden on women.
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Barriers Aspiring Women Administrators Experience
The analogy of a glass ceiling is an experience many women feel puts a lid on
their advancement into administrative positions. This image represents obstacles that
prevent women from advancing to the top of their careers (Chase, 1995; Dunlap &
Schmuck, 1995). Although they have a view of the top of an organization, women often
are stopped by an invisible shield of resistance. In the field of education, these top
positions are administrative ones. Although incremental steps toward gender equity have
been made within the past century, many resistant obstacles remain. The content of the
controversy may have changed, but women must still prove themselves capable of
handling traditionally male positions. The two types of barriers to administration include
internal and external factors. "Internal barriers are those that can be overcome by
individual change whereas external barriers require social and institutional change"
(Shakeshaft, 1989, p.82).
Internal barriers
There are several explanatory models from the literature that detail these internal
barriers. Internal factors that hamper women's entry into administration often involved
personal struggles. These include lack of self-confidence and poor self-image in the
public sphere (Schmuck, 1976; Shakeshaft, 1989). They either do not see themselves as
administrators or lack the self-confidence to pursue this career. Although research
indicates a lower self-confidence for women in traditionally male-dominated arenas, it is
not necessarily true in gender-neutral arenas. Andrews found that a woman's selfconfidence "has a substantial impact in an individual's chances of being perceived as a
group's emergent leader" (1984, p.9).
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Related to this is a lack of motivation or aspiration for obtaining administrative
positions. This is due to lower expectations and/or confidence in the ability to acquire
these positions. As stated earlier, women tend to enter education with the expectation of
teaching for a longer period of time than men. Thus, women are aspiring and achieving
that which they are aiming for. Many women do not value the role of administrators and
do not desire such positions (Shakeshaft, 1989). Stereotypical myths have centered
around women's inadequacies in leadership roles. Led by this ideology, "if the woman
changes herself she will no longer experience difficulties" (Shakeshaft, 1989, p.83). This
view places blame on the woman for her lack of achievement. This type of explanation
appears inadequate. Charol Shakeshaft (1989) stated that this lack of self-confidence
may be seen as a
consequence of a sex-structured society that generates a belief in females that they
lack ability-a belief reinforced by an organizational system that prevents women
from developing confidence in public sphere activities through both lack of
opportunity and lack of positive feedback, (p. 85)
The social structure of society appears to be the root cause of inequities. Using this
analysis, the barriers are then external, not inherently internal.
External barriers
External factors that provide resistance to women aspiring to administration are
varied. Rosabeth Moss Kanter, in Men and women of the corporation (1977), first
presented the idea that the organizational structure limits the opportunities of women and
minorities. She asserted that "opportunity structures shape behavior in such a way that
they confirm their own prophecies" (Kanter, 1977, p. 158). Therefore, people who have
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little chance of advancement, form depressed aspirations. Those who are highly mobile
within the hierarchy "develop attitudes and values that impel them further along the track:
work commitment, high aspirations, and upward orientations" (Kanter, 1977, p. 158).
Consequently, expected responses from each group depend on the organizational
structure of support from an institution.
We cannot ignore the context of school and the school system. These larger
social and cultural frameworks circumscribe the behavior, ideas, and interactions of the
individuals within them. The patriarchal hierarchy provides a rigid structure of school
systems. Lisa Smulyan (2000) found that this arrangement presents numerous barriers
for women who aspire to administrative positions. Since schools have adopted
patriarchal ways of working, males tend to be given more opportunities for advancement
than women are offered.
Family responsibilities, including childcare, were listed as barriers to women's
advancement in administration in a few studies (Biklen & Brannigan, 1980; Schmuck,
1976). Conflicting expectations of women who work and have families cause tension.
The traditional values regarding women's place often is at odds with women in the work
place. A lack of reliable child care and limited pregnancy benefits provide additional
obstacles to the addition of administrative responsibilities.
Socialization and sex role stereotyping have been cited as justification as to why
women are not connected with administration. Women as well as men indicated this as a
boundary for women aspiring to be administrators (Schmuck, 1976). Tradition revolves
around the myth that administrative positions are best filled by men. Women have been
socialized to believe that characteristics of leaders are antithetical to those frequently
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associated with females. Assertiveness is an example of a skill women have not been
socialized to practice, as men have (Shakeshaft, 1989). Simultaneously, characteristics
associated with femininity have not been regarded as being valuable for leaders.
Catherine Marshall (1981) and others have identified the constraints of
marginality that has created additional pressure on women. When women enter maledominated fields, they have often been seen as outsiders as they lack acceptance from
those in the mainstream of authority. They have been seen as different and have not been
part of the network of relationships between other administrators. Women's lack of
knowledge about the culture of administrational networks has also presented difficulties.
They have been consequently perceived as being on the "edge rather than in the middle of
the professional, socialization process" (Biklen, 1980, p. 15). Difficulty in gaining male
respect and acceptance, lack of "authority" and trust from female employees and
employment discrimination have been common problems related to this marginality.
These underlying assumptions have prevented women and minorities from gaining access
to high-level positions in educational administration (Funk, 1986; Gupton, 1996;
Patterson, 1994).
The social interaction process helps to explain women and minorities lack of
involvement with administration. Success in this career has often been dependent on the
interaction process. "The process consists of signaling and interpreting. Males signal
and females and/or minorities interpret" (Oritz & Marshall, 1995, p.9). Men tend to set
the ground rules for interactions, while women compensate and conform to them. In case
studies, women often expressed that they have to "prove themselves" daily in order to
gain respect and move forward in a school setting. Appropriate stereotypical behavior
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norms call for women to accept and learn about issues, whereas men tend to question and
challenge them.
Due to the lack of female role models in administration, many women do not see
it as an acceptable career role. The lack of female role models has often been cited as an
obstacle to women's aspirations to administrative positions. The importance of role
models in helping both men and women to view female administrators as a normal
occurrence rather than an exception is great (Biklen, 1980; Grogan, 1996; Schmuck, 1976
& 1980). "Sponsorship and networking are examples of the patriarchal structure which
holds in place existing power relations" (Grogan, 1996, p.73). When there is not
adequate representation, women tend to shy away from it. Minority women often suffer
doubly in this area of sponsorship, first because they are female and second because of
their minority status (Lovelady-Dawson, 1980). Sponsors and mentors tend to be white
males traditionally, who also traditionally have promoted other white males.
A number of studies documented the existence of overt sex discrimination hiring
practices by school boards (Coffin & Ekstrom, 1977; Schmuck, 1976; Timpano &
Knight, 1976). Timpano & Knight (1976) detailed a list of hiring filters one must sift
through in order to obtain an administrative position. They included recruiting,
application, selection criteria, interview, and selection decision filters. Each of these
layers involved overt sex discrimination practices that school boards may consider when
hiring personnel. For example, during the interview filters may include having only men
as interviewers, asking women irrelevant questions about child care and personal matters,
and focusing on the applicant as a woman, rather than as a qualified professional. Even
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though many of these interview questions and practices are prohibited by law, they
continue.
When inquiries about the low number of female administrators abound, it has
often been reported that no qualified women or minorities apply for such positions.
Although this may be the case, it is often competent women who are more disadvantaged
than women of lesser ability are (Shakeshaft, 1989). Shakeshaft noted that the less
competent woman or minority applicant may be chosen, an "action that may make white
males feel more comfortable while at the same time providing evidence that women and
minorities can't cut it" (Shakeshaft, 1989, p.98). Studies indicated that people tend to hire
those most like themselves. Thus, white males tend to hire white males. Since there
tends to be a lack of uniformity in the selection process of administrators, this has
allowed discriminatory practices to readily continue (Baltzell & Dentler, 1983; Kanter,
1977; Oritz, 1981). They reported that the selection criteria for the hiring process are
seldom articulated.
This lack of criterial specificity opens the way for widespread reliance on
localistic notions of "fit" or "image", which emerged as centrally
important... Every district had a deeply held image of a "good" principal or a
"top" candidate or "just what we're looking for". However...this "fit" seemed to
rest on interpersonal perceptions of a candidate's physical presence, projection of
a certain self-confidence and assertiveness, and embodiment of community values
and methods of operation. (Baltzell & Dentler, 1983, p.7)
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Although affirmative action policies were created to be helpful, they are often misused by
hiring a less qualified woman or minority applicant or by misplacing a woman in an
organization regardless of her career orientation or interests (Marhsall, 1981).
The literature provided varied types of obstacles between women and
administration. Such barriers tend to be based on socially constructed notions about
gender. In this research, I attempted to see if there were similar barriers or different ones
for female administrators in Georgia.
Perceptions of Women Administrators: Through Surveys and Interviews
Numerous books, research reports and articles have been written about the
leadership of women administrators, primarily superintendents and principals, in school
systems. Eight studies have been conducted since the mid 1980s related to the
perception various groups have about women administrators. Four of the studies
surveyed faculties about women administrative qualities and competencies (Barrett &
Bieger, 1987; Cordeiro, 1997; Hudson & Rea, 1996; Nogay & Beebe, 1997). Four more
conducted self-evaluations of female principals and superintendents (Boone, 1997;
Duncan & Skarstad, 1995; Mims, 1992; Zheng & Carpenter-Hubin, 1999).
Assessment of Women Administrators
Although there may be a naive negative perception of women's ways of leading,
the research studies indicate that this is a myth (Barrett & Bieger, 1987; Cordeiro, 1997;
Hudson & Rea, 1996, Nogay and Beebe, 1997). The underrepresentation of women in
administration is "fostered through a series of myths: a) women don't have what it takes,
and b) women lack support of teachers and the community" (Tyree, 1995, p.2).
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Although this was not found to be true in these research studies, women still contend with
the negative views of women administrators by peers, parents and faculty members.
Faculty members tended to perceive female principals and superintendents
favorably. Due to the incongruity between the stereotypical female role and the leader
role, women were often expected to possess masculine traits in order to be effective
(Barrett & Bieger, 1987). The androgynous leader is one who is most effective,
employing a full range of situational-appropriate behaviors, whether they be male or
female. Diane Barrett and George Bieger (1987) suggested that women utilize masculine
behaviors in order to overcome the feminine stereotype. The female principals were
found to show a higher degree of masculine traits than did their female teaching
counterparts in this study. In order to be effectual, women in leadership positions must
behave in a manner often considered to be masculine, such as being assertive or
aggressive.
Perceptions of principals and superintendents were varied due to the gender of the
administrator. But caution is given since perceptions of leadership behaviors and how
they are influenced by gender has been limited. "The perception of leadership behaviors
in schools indicates complex relationships. Gender... is but one of the variables which
influence the leadership behaviors of principals... [I]t is important not to over-emphasize
the importance of gender" (Nogay & Beebe, 1997, p.262). In studies of women in
administrative positions, faculty members often select different qualities important to
being an effective principal and rate women higher than men (Nogay & Beebe, 1997;
Hudson & Rea, 1996).
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Perceived leadership practices of female superintendents and principals often
compare them to the male practices. The literature indicates that male and female
leadership styles are different (Adkinson, 1981; Chase, 1995; Edson, 1988; Gilligan,
1982; Helgeson, 1990; Josefowitz, 1980; Oritz & Marshall, 1988; Shakeshaft, 1989;
Tannen, 1990). Consensus by researchers and practitioners indicates that gender makes
an impact in the way one leads an organization (Boone, 1997).
Self-evaluations of Leadership
Eight studies conducted interviews of women administrators to gather information
about their perceptions of leadership and histories of these women (Duncan, Sequin &
Spading, 1999; Funk, 1986; Grady, Peery & Krumm, 1997; Hargreaves, 1996; Mertz &
McNeely, 1995; Mertz & McNeely, 1998; Oritz, 1979; Regan, 1990). The majority of
the interviews included structured questions. Findings in these studies indicate that the
cultural assumptions made about women tend to be overlooked by women who have
negotiated within the administrative system. Women are not inclined to talk about the
link between gender and power or the masculine stereotype of administrators.
Organizational barriers that prevent upward mobility are identified and replicated
throughout these studies. Leadership styles, networking, mentoring opportunities, and
assumptions of competence often differ between genders, with women more inclined to
feel undervalued.
Through the use of self-assessments, female administrators generally rank
themselves higher than do men overall. Women who lead tend to have high expectations
for themselves. Kay Duncan and Kirsten Skarstad (1995) contend that "such selfimposed and societally-imposed expectations would, if women administrators were to try
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to meet them, bring about administrative behavior that, at best would be personally
conflictual and at worst schizophrenic" (p.21). Because of gender assumptions and
leadership assumptions, some women feel that they must adopt both sets of
characteristics in order to be successful. It is suggested that women attempt to be
resocialized by developing the skills necessary to gain entry into the male-dominant
culture of school administration (Duncan, 1993; Pigford & Tonnsen, 1993).
All of these perception studies involved the use of a questionnaire or survey.
Only one involved direct dialogue with administrators during the self-evaluation. P. Kay
Duncan & Kristen Skarstad (1995) followed up a questionnaire with a hermeneutical
process that included direct interviews in their study. Other studies were primarily case
studies of particular people or ones that collected quantitative data. I used both types of
instruments to gather information about leadership perceptions. I used semi-structured
interview model because I wanted to allow time for the administrators to talk about their
perceptions with their own words. Since part of my study focuses on language, this
provides an opportunity to hear their language while answering open-ended questions.
Language of Women Administrators
There is little research concerning the role language plays in gender roles of
school administrators. Sociolinguistics, general discourse theory and rich descriptions of
the ways in which women think and talk about their experiences as administrators are the
three primary approaches taken by researchers to examine language.
Sociolinguistics
Catherine Marshall (1987) studied the role of language in understanding the
inequality of male and female access to school administration positions. She used
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sociolinguistics to analyze the culture of school administration. Through the
microanalysis of language, Marshall identified the assumptions, norms, and values within
the culture of administration. Leadership theory was critiqued from a feminist
perspective. This study served as a model for the discourse analysis phase of my
research. I not only looked at leadership theory and the discourse that gave birth to it, I
examined the language of the interviewees, survey answers, and media reports about
women in leadership positions. I applied discourse analysis to the spoken language
during interviews as well as written language in media reports as well as academic
literature.
Language Patterns
Emerging theory of leadership suggests that leadership is a "language game"
(Pondy, 1978, p.95) whereby leaders make sense of things and create, with words, a
common sense of purpose and an image that causes people to care and to commit
themselves to accomplishing organizational goals. Sociolinguistic research indicates
women's language to be more inclusive and more likely to facilitate relationships with
others.
Few researchers have examined the talk of administrators. A review of
sociolinguistic research14 indicates the following general differences between males and
females:
1. differences in the way males and females communicate;
2. conflicting interpretations of these differences;
3. perceptions and expectations of gender-related language differences;

14

This review does not include extensive literature on tonal, phonological, and semantic aspects of
language. It is therefore limited.
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4. preferences, under certain circumstances, for female language;
5. perceptions of female language as an official, elite language; and
6. limitations of studies done to determine the nature of language used by
women achieving power status, or of language women should use.
The work of Robin Lakoff (1975) provides some of the most specific descriptions of
differences between male and female language patterns. Women's language is
characterized by:
1. empty adjectives (eg. "charming", "divine") and mild expletives ("oh
dear");
2. tag questions connoting uncertainty (eg. "I think we need to work
together, don't you?";
3. rising intonation when making statements, indicating uncertainty or
subordination (eg. "When are we leaving?"..."Oh, around 8:00?");
4. hedges used to soften a direct question (eg. "I guess", "I wonder");
5. use of "so" rather than a stronger superlative (eg. "You are so helpful"
instead of "You are very helpful");
6. hypercorrect grammar by completing word endings clearly (eg.
"dancing" instead of "dancin"' as males would say);
7. superpolite forms as a general avoidance of strong statements (eg.
"please" and "thank you")
8. no sense of humor (which may be avoidance of sexist humor)
These language patterns have been found by other researchers, such as Spender and
Tanner, since the time Lakoff presented these findings. Because of these kinds of

Women School Administrators 106

linguistic behaviors, women are systematically denied access to power and are made to
feel this treatment is appropriate. "Women have learned all too well to speak with
apologies and to allow their own subordination" (Marshall, 1987, p. 13). By comparing
language with leadership, some connections have been made.
Linking language patterns to perceived competence
Sociolinguistics have studied if and how language patterns have influenced
differences in power and leadership potential (Marshall, 1987; Spender, 1980; Tannen,
1990). Through observations, interviews and surveys, they have found the following
indicators of competence:
1. willingness to promote yourself;
2. inclusion in formal and informal top leadership meetings;
3. higher percentage of tasks that are competency and visibility
enhancing;
4. ability to give rewards;
5. ability to mentor and sponsor and have formal background credentials,
access to resources, years of experience etc.(Josephowitz, 1980;
Kanter, 1977).
Josephowitz (1980) suggests that these competencies be put into context in order to gain
a fuller understanding of one's leadership and language linkage. Such indicators need
further research to gain clearer insights into the impact these have on an individual's
ability to appear competent.
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Social patterns of conversation
Studies of conversation are used to better understand conversation difference and
dominance. Interruptions and overlaps are more common with men than women
(Marshall, 1987; Spender, 1980; Tannen, 1990; Zimmerman & West, 1975). Men rarely
interrupt one another; interruptions are common when they are talking to women. The
research indicates that the mixed gender conversations tend to be dominated by men, as
"men infringe [on] women's right to speak, specifically women's right to finish a turn"
(Marshall, 1987, p.8). Women used no overlaps in mixed gender conversations, but did
use some in same gender conversations. Findings imply that women are careful not to
violate the men's turn to talk, while men may use interruptions and overlaps as forms of
power to dominate conversation. These communication strategies impose involuntary
silence in women. Silence is a voice of repression.
According to Deborah Tannen (1990), "conversations are negotiations in which
people try to achieve and maintain the upper hand if they can" (p.24). Included with
spoken words, are "metamessages" that accompany them. Metamessages include
"information about the relations among the people involved, and their attitudes toward
what they are saying or doing and the people they are saying or doing it to" (Tannen,
1990, p.32). Thus metamessages help to interpret the context of a conversation. They
include body language, speech patterns and other culturally derived factors.
"Genderlects" are similar to dialects in that cultural meaning is attached to the
language. McConnell-Ginet, Borker & Furman (1980) define genderlect as co-occurring,
sex-linked speech features that are determined by gender. Each gender has its own
system of meaning and understanding these improves communication with the opposite
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gender. She suggests that such practices may perpetuate and maintain gender
stereotyping, the subordination of women and adherence to androcentric values"
(McConnell-Ginet, Borker & Furman, 1980, p.7). Through socialization, a person
generally adopts these types of gender-based communication practices. For example,
there is pressure on females to not boast or brag, while males often practice this. While
girls are taught to be polite and quiet, boys are expected to be loud and aggressive. In a
subtle, but conscious way, the polarity of genders is being reinforced through
conversation.
Leadership Discourse
When discourse is viewed in a more global light, the context of language is
considered to be one factor in shaping our understandings of reality. Discourse includes
the "ways in which reality is perceived through and shaped by historically and socially
constructed ways of making sense, that is, language, complex signs, and practices that
order and sustain particular forms of social existence" (Leistyna, 1999, p.219). Studies of
women in administration often offer an either-or paradigm, that is, either they think and
act like their male counterparts or they think and act differently. Norma Mertz & Sonja
McNeely (1998) studied how female high school principals thought and spoke about their
work. They concluded that there is a more complicated, multidimensional explanatory
model of their leadership that includes sociocultural and contextual factors as well as
gender.

Simplifying it to either male or female type of leadership is inaccurate.
Beth Hargreaves (1996) also studied women in the high school principalship. She

was looking for ways in which these women negotiated within the masculine culture of
high school principalship. Through feminist methodologies, she displaced "expectations
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of linearity, clear authoritative voice, and closure and assume that it is impossible to
separate the structure and thematic content of thought from the historical and material
conditions shaping the lives of its producers" (Hargreaves, 1996, p.3). Administrative
discourse was found to include naturalistic, scientific and behavioristic bias in theory.
The fundamental assumption is that once administrative science has discovered the rules,
then the knowledge developed from these rules can be used to control and maintain the
organizational environment. The genderized power relations have become part of this
discourse.
Cultural assumptions of genders has served as the basis for this hierarchical
relationship (Hargreaves, 1996). Masculinity has been essentialized as independent,
rational, analytic, achievement-oriented, resourceful, and problem solving. These are
also the terms that traditionally define administrative leadership. Femininity has been
depicted as submissive, helpful and dependent. Therefore, the perception is that the male
gender and leadership roles are the same thing, while women experience a contradiction
in being a female and a leader. Gender is reinforced, created, and recreated in this
discourse. "Hierarchical division by gender is rarely random, and the valuation of men
over women is paralleled in the dominant discourse's valuation of the gender of
masculine over the gender of feminine" (Hargreaves, 1996, p. 15). The link between high
school principal and masculinity remains strong also. My research explores this
relationship with middle school principals.
Female Leadership
In previous studies of women leaders, several themes/considerations emerge from
these women studied. Charol Shakeshaft (1989) posited that "research in educational
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administration is weak both on research on women in organizations and research on the
impact of gender on behavior" (p.326). She argues there is a need for an expansion of
theory and research to include "nondominant groups, particularly women, that will help
us understand the ways they think and speak about their worlds" (Shakeshaft, 1989,
p.33 5). Most of the studies done are conducted by women, thus allowing the female
voice to be heard, not interpreted into the dominant language of leadership.
My study does not compare men and women administrators. It is focused on
women principals who, because of this position, carry out leadership roles. The debate
about whether females and males lead differently has been affected by the increasing
presence of women in administration. One group argues that males and females lead
differently and that women are more nurturing, democratic and empowering leaders. The
opposition argues that there are few, if any, differences in the way they lead. These
findings may be "attributable to accommodations females made to operate in maledefined leadership positions" (Mertz & McNeely, 1998, p. 197). It may be that the
leadership role defines the leader. If this is the case, then the traditional masculine ways
of leadership will continue to dominate. If the leader defines their leadership role, then
possibly more varieties of leadership will emerge. My research is conducted to see if it
matches current literature or indicates differences in female leaders in Georgia middle
schools.
Advantages to female leadership
Although the current structure of administration is generally exclusive of differing
leadership ideologies, research indicates that the inclusion of women's abilities could
prove to be beneficial to an organization, but identifying characteristics of feminine
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leadership from the literature is problematic for several reasons. There are few writers
who specifically focus on female educational leadership. Some exceptions are Adler
(1983), Blackmore (1999), Blount, (1998); Curry, (2000); Helgesen, (1990); Regan,
(1990), Shakeshaft, (1989); Smulyan, (2000); Strachan, (1999). Differences among
women leaders are seldom acknowledged, characterizing them as a homogenous
abstraction. For example, differences due to ethnicity and class are rarely acknowledged
(Blount, 1998). Essentializing feminine traits masks the differences within this gendered
group. This "hides much of the rich tapestry of how leadership is practiced by different
feminists working in different contexts" (Strachan, 1999, p.4). The following is a general
review of the literature indicating principal role changes and possible advantages to
women's leadership.
Recent Changes
Changing Principal Roles and Responsibilities
Within the past two decades, principalship responsibilities and roles have
undergone scrutiny and potential reforms have been proposed. Research findings suggest
that there is a need for different types of leadership (Doud & Keller, 1998; Grady, Peery
& Krumm, 1997; and Lad, 1996; Lather, 1981). Several researchers have studied women
principals. Their findings indicate the stereotypical nature of the female gender inhibits
and hides leadership traits that could benefit schools (Doud & Keller, 1998; Grady, 1997;
and Lad, 1996). According to a ten-year study, conducted by the National Association of
Elementary School Principal, of the K-8 principalship, several aspects have changed.
Principals report that they have an increasing influence on school district decisions but
also a decreasing authority to make decisions that directly relate to their responsibilities
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as leaders. Additional reported responsibilities related to "marketing their schools,
political involvement in generating financial support, involvement with social service
agencies in meeting the needs of students, working with site-based councils within their
schools, and fiscal decision making" (Doud & Keller, 1998, p.5). This leaves a principal
in more of a facilitator role.
Within the principalship, the forces of leadership and school culture must be
considered when making decisions. This position has great potential for maintaining and
improving quality schools. According to Thomas Sergiovanni (2001), a principal's
"presence does not automatically result in the required leadership" (p.99) needed in a
school. Often times circumstances prevent principals from being the leaders they want to
be. The culture of schools and administration provides the groundwork upon which to
build. When principals are not cognizant of this, they often experience difficulties.
Based on their research, Blumberg and Greenfield (1980) conclude that successful
principals are alert to opportunities or create opportunities favoring their ability to affect
what is going on in the school. Below is a description of a successful principal based on
their findings.
They rely heavily on operational goals of a long-term nature, they emphasize dayby-day actions as well. They have a good sense of themselves, feel secure as
individuals and as principals at work, and are able to accept failure as failure of an
idea rather than of them as persons. These principals have a high tolerance for
ambiguity and are able to work in loosely structured environments. With respect
to authority, they test the limits of the boundaries they face and do not make
premature assumptions about what they can or cannot do. They are sensitive to
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the dynamics of power existing in the school district and school community, and
they are accomplished in establishing alliances and in building coalitions that
enable them to harness this power on behalf of the school.. .are able to remove
themselves from the situation; that is, they do not become consumed by the
problems and situations they face. (Blumberg & Greenfield, 1980, p. 100)
As these effective principals work, they also focus on the culture of the school. Paying
attention to parents, teachers, and students tend to be widely accepted rules for creating
effective schools (Sergiovanni, 2001, p. 100). The managing of standards, tests, resources
and discipline play a minor role in priorities of such principals. These concerns do not
matter much unless the people within the organization interact with the school in
meaningful ways.
Although the cultural life in schools is a constructed reality, school principals can
play a key role in building this reality. Just as educational leadership culture is defined
and constructed, so too is each school's identity and culture. Traditionally, the
androcentric structure of school systems has provided the model for school organization
also. Several research studies link this back to the training of administrators. Nearly two
decades ago Patti Lather (1981) claimed that educators need to be reeducated about sex
equity. Colleges of education are "among the most resistant to the impact of the women's
movement" (Lather, 1981, p.36). Often stereotypical roles are perpetuated in the
education of teachers and administrators. Although this culture sometimes appears to be
motionless, some researchers feel that women may impact the culture to a high degree
(Helgesen, 1990; Shakeshaft, 1989; Smulyan, 2000). There is a trend of promoting more
women to principalships.
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Changing Forces in Schools
With reform initiatives and school restructuring becoming more prevalent in
schools, a closer look at leadership has also begun. There are frequent "parallels between
the characteristics of leadership described by researchers and practitioners who want to
restructure schools and those who study women administrators" (Smulyan, 2000, p.213).
Restructuring and reform projects often consider a principal as a facilitator role between
parents, teachers and children. Empowering these groups of people is often one of the
goals of reform. In her book, Balancing acts: Women principals at work, Lisa Smulyan
(2000) asks this question:
Given the similar lists of principal's skills and roles in the work on school change
and the research on women in educational administration, why do we not see
more demand for women principals as a way of improving schools, or hear of
women principals who have been unusually successful in implementing such
changes? (p.213)
Because it is clear there are boundaries and barriers to leadership in schools, rarely is the
answer to this question difficult to articulate. Without such barriers, the potential for
school reform and women's leadership is great. Research on women in administration
must continue to explore the individual and the context within which she works in order
to fully validate the parallel described here.
Kaetlyn Lad (1996) studied two female urban high school principals. Her
findings indicate a need for substantial changes in societal roles expected of women
before they will be able to make a significant impact on the high school principalship. As
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the levels of school increases, the number of female principals decreases. Thus, the
"tough man" stereotype of a high school principal continues.
Charol Shakeshaft (1987) studied the "female world of schools," focusing on
characteristics of women administrators and speculated about what educational
administration theory and practice would be like if it incorporated women's experiences
and behaviors. The female world is characterized by 1) centrality of interpersonal
relationships; 2) teaching and learning as the major focus; 3) the importance of building
community; 4) the marginality of daily worklife (p. 26). Such common female
approaches to school leadership resemble prescriptions for administrative expectations in
effective schools. Although women are often counseled to adopt the male model of
leadership, this may not be in the best interest of either women or schools. With the
changing emphasis and responsibilities of principals, these approaches to administrative
work must be reexamined in order to revitalize administrative practice.
Throughout several studies, women have been found to have repeated themes
about their leadership. Marilyn Grady, Kay Peery, & Bemita Krumm (1997) studied
women in the rural principalship. They found that women have a true love of watching
children grow and learn, value support from family, mentors and those in higher
positions, and in general, work harder and are better at their jobs than men. These are
common findings in other research also (Adler, 1982; Adler, Laney & Packer, 1993;
Biklen & Brannigan, 1980; Blount, 1999; Carpenter, 1989; Edson, 1988; Gupton, S. &
Slick, G. 1996; Helgesen, 1990; Marshall, 1987; Mims, 1992; Noddings, 1986;
Noddings, 1992; Shakeshaft, 1989; Smith, 1979). As the role of principal becomes more
student and people-centered, the value of feminist and feminine leadership increases.
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The typical top-down management of schools may decline in significance if the focus of
principalships continues to be more about the people within the school walls.

The structure of relationships within an organization has been found to greatly
influence the organization. In her book, The web of inclusion (1995), Sally Helgesen
details how the interactive charisma is a "way of leading that derives power and authority
from being accessible, since access allows one to shape information as it evolves" (p.6).
The "interactive charisma" contrasts to the charisma of command and control.
"Command and control charisma is based on position and maintained by distance, as in
the military model, whereas interactive charisma is based on influence and maintained by
communication" (Helgesen, 1995, p.6). Popular slogans illustrate the attitude of power
and leadership. "Lead, follow, or get out of the way," or even less encouraging, "Unless
you're the lead horse, the view never changes." The top-down structure perpetuates the
vision of limited opportunities for the majority of the people within an organization. This
vision "wastes talent and resources, breeds frustration and cynicism, and fosters an
atmosphere of us-against-them" (p. 13). Helgesen offers the web analogy as an
illustration about how women provide leadership. Transferring authority and power to
the front lines has been called "empowerment."

In education, this has been one trend that, at least in Georgia, has come and gone.
The decentralized structure gives those on the edge of the web (the teachers) more
strength to capture the creatures outside the web (the students).
Rutherford (1985) proports that effective principals have similar attributes to
those listed above. One five-year study concludes effective principals:
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1) have clear, informed visions of what they want their schools to become-visions
that focus on students and their needs; 2) translate these visions into goals for
their schools and expectations for the teachers, students , and administrators; 3)
establish school climates that support progress toward these goals and
expectations; 4) continuously monitor progress; and 5) intervene in a supportive
or corrective manner, when this seems necessary. (Rutherford, 1985, p.32)
The similarities between these characteristics and those of female administrators, given
by Shakeshaft are striking.
In her book, The female advantage: Women's ways of leadership, Sally Helgesen
(1990) describes women managers in the corporate world. She compares her findings of
female managers work patterns with Henry Mintzberg's (1973) research findings
conducted with men. Granted, there are nearly twenty years between the two studies, but
the implications are noteworthy. Helgesen's findings with women include
1. The women worked at a steady pace, but with small breaks scheduled
in throughout the day.
2. The women did not view unscheduled tasks and encounters as
interruptions.
3. The women made time for activities not directly related to their work.
4. The women preferred live action encounters, but scheduled time to
attend to mail.
5. They maintained a complex network of relationships with people
outside their organizations.
6. They focused on the ecology of leadership.
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7. They saw their own identities as complex and multi-faceted.
8. The women scheduled time for sharing information (p. 19-28).
The women's managerial tasks tended to be focused on work as a means to an end, rather
than on the actual doing of the tasks.
In order to compare the gendered patterns of managerial work, below are the
findings with male managers by Henry Mintzberg (1973).
1. The executives worked at an unrelenting pace with no breaks in
activity during the day.
2. Their days were characterized by interruption, discontinuity, and
fragmentation.
3. They spared little time for activities not directly related to their work.
4. They exhibited a preference for live action encounters.
5. They maintained a complex network of relationships with people
outside their organizations.
6. Immersed in the day-to-day need to keep the company going, they
lacked time for reflection.
7. They identified themselves with their jobs.
8. They had difficulty sharing information (p.29-30).
In essence, these managers tended to depend on themselves for success. These men
followed the traditional hierarchical structure in their work patterns. Reflection, sharing
and outreach into the wider body of employees were not common practices.
Instead of positioning herself at the top of a hierarchy, Sally Helgesen (1990)
found that many women place themselves in the center of an organization. By managing
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from the middle of an organization, women tend to weave a network outward that
incorporates all individuals. She calls this the web of inclusion. In her studies, Helgesen
found that "inseparable from their sense of themselves as being in the middle was the
women's notion of being connected to those around them, bound as if by invisible strands
or threads" (1990, p.46). Such an interrelated structure is similar to a spider's web that
draws other creatures to it. Helgesen found that women's language about being a
manager reflected this imagery and further illustrates the intricate nature of leadership,
according to the women she studied.
Compared to top-down management, a figurehead's authority comes from the
heart of an organization instead of the head, when considering this web analogy.
Authority is connected to the people around a leader, rather than from a distance from
those below (Helgesen, 1990). The organization "does not need layers and ranks below
to reinforce status" (Helgesen, 1990, p.55). This "circle is inclusive, but it allows for
flow and movement; it doesn't box you in!" (Helgesen, 1990, p.44).
In her book In a Different Voice (1982), Carol Gilligan has also compared
leadership to a web of connection.

This is based on the way men and women feel about

structuring relationships. She notes that the differences in men's and women's views of
relationships are mirror opposites because the most desirable place in the one is the most
feared spot in the other. "As the top of the hierarchy becomes the edge of the web, and as
the center of the network of connection becomes the middle of the hierarchical
progression, each image marks a dangerous place which the other defines as safe" (p.61).
In the hierarchical structure, reaching the top and putting distance between yourself and
those you lead is the ultimate goal. In the web, the top is too far from the center.
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Gilligan concludes that the ideal center spot in the web is perceived from the hierarchical
view as 'being stuck' in the middle-going nowhere.
According to an article in the Wall Street Journal, people entering the workforce
are "more concerned with intangibles such as being happy, working in a good
environment, and having opportunities for growth, than any group of people in the past"
(1988, p.l). Female leadership qualities and practices may be the kind of leadership that
is needed in order to address the alienation that troubles our public institutions. It is
important to remember that all people are different and that there is no prescription for
successful educational leadership. However the inclusion of women's experiences and
practices needs to be considered, since as a Chinese proverb says "Women Hold Up Half
the Sky" (Helgesen, 1990, p.xxi). Half of the work and half of the thinking in the world
is done by women. In order to have a complete sky, women and men must work
together. "[Njothing can be truly human that excludes one half of humanity" (Helgesen,
p.xxi). As women are being given the opportunity to hold up their half of the sky, their
perceptions and perspectives must be embodied in the discourse of educational
leadership.

Chapter IV
Methodology, Data Collection/ Methods of Analysis
Introduction
With the increase of female administrators in Georgia's public school systems,
research was needed to study how this impacts schools and the people in them. The
dearth of research on Georgia women administrators demanded that a broad range of data
about them be created (Mims, 1992). Quantitative data provided a beginning for study.
Qualitative research provided in-depth information about some of the women who
currently hold middle school principalships in Georgia. These women were unique
because they were working within a masculinized context and structure of higher school
level administration. Their career paths may lead to higher level administrative positions,
whereas elementary principals tend to find a career ceiling in those positions.
Quantitative research was used to gather demographic and statistical data about
the women middle school principals. This data aided in the creation of a profile of
Georgia's female middle school principals. The quantitative data offered a broad picture
of these women's personal and professional backgrounds.
This was not the only method to be used to collect information. A section of the
research was qualitative in nature because of the more holistic dimension it added to the
study that could have not been discovered by use of a quantitative instrument (Marshall
& Rossman, 1995). Qualitative research allowed the researcher to view things in a
context that is established through the use of statistics. This context helped to shape
beliefs, attitudes, perceptions and the behavior of people and their experiences. As
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Lincoln and Guba (1985) state, "qualitative methods come more easily to hand when the
instrument is a human being.. .extensions of normal human activities: looking, listening,
speaking" (p. 199) become part of the methodology. Certainly the topic of this research is
a complex area of study, one that demands a wide, as well as deep focus to be fiilly
understood.
Because it takes a human observer to construct"data out of experience, the
qualitative researcher singles out some things as worthy of note and relegates others to
the background...sometimes referred to lightheartedly as 'immaculate perception'"
(Wolcott, 1994, p. 13). Such data in this study were further analyzed and interpreted,
taking context into account. Thus, by using both quantitative as well as qualitative
research methods, a greater understanding of the many forces impacting the perception of
women in middle school principalships has emerged.
Research Questions
The purpose of this study was to explore the following questions and determine
perceptions of the women principals and their faculties in Georgia. The following
questions further defined the research:
1. How do Georgia female middle school principals perceive their leadership?
2. How do their faculty perceive their leadership?
3. What demographic variables may impact female middle school principals?
Research Design
Quantitative and qualitative research was used in this research study in order to
gain a broad range of statistical information, as well as an in-depth understanding of the
experiences of Georgia's female principals. The locations and percentages of female
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administrators in Georgia's public schools during the 2000-2001 school year were plotted
on the map in Figure 9 in Chapter I. This includes superintendents and principals.
Central office personnel were not included, since they are removed from the school
environment and tend to provide more of a support function than that of leadership.
Assistant principals were not included on the map either, but current statistics about their
presence in administration can be found in the Certified Personnel Information Data
Collection document.
The decision to focus on middle school principals was based on several factors.
When looking at elementary, middle and high school principals historically, there was a
wide gap between the number and percentage of women at each school level (See Figure
7 in Chapter I) (Blount, 1998; Georgia Department of Education, 2000; National Center
for Educational Statistics, 1996; Shakeshaft, 1989). Comparing school levels, 69.28% of
all female principals in Georgia served elementary schools, there were 10.30%
administering in middle schools, and 19.54% served in high schools.

Traditionally,

younger students call for more of a nurturing, mothering role from the principal. Thus,
our society has condoned women in these positions more readily than at higher levels
(Chodorow, 1978; Dinnerstein, 1976; Gilligan, 1979; Ruddick, 1989). The intent of this
research was to study those women in middle schools in order to gain an understanding
of their career paths and leadership. Coupled with middle schools having the smallest
percentage of the female principals in Georgia, the continual pattern of gender imbalance
gave rise to curiosity about these women. This study could be replicated with high school
principals since women have been underrepresented at that level also.
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Career paths for middle school principals have tended to be different than
elementary principals, with potentially more barriers to attainment of a principalship
(Dunlap & Schmuck, 1995; Grogan, 1996; Schmuck, 1993; Shakeshaft, 1989). There are
more extracurricular responsibilities at middle schools, including athletics, clubs, and
intramurals. Organization and community involvement to support these activities has
called for leaders who are astute in these areas as well. Often coaching ability has been
valued (Oritz, 1981; Shakeshaft, 1979). Since male sports have been dominant in our
culture and schools, men have shown leadership abilities in this arena. Women have not
as readily been afforded this opportunity. Even with the advent of gender equity acts,
namely Title IX of the Educational Acts in 1972, coaching opportunities for women have
continued to lag behind those for men (Blount, 1999; Shakeshaft, 1989).
This research has four phases and several types of data collected about the women
principals in Georgia's middle schools. Each is described below. The methodology
chart. Table XI, details the research questions and methods used for this study.
The first phase of research involved a survey instrument of Georgia's female
middle school principals, used to collect a broad scope of information about these
principals statewide. Two subsections of The Georgia Principal Questionnaire (Boyer,
1997) were utilized for this anonymous survey. See Appendix B for a copy of this newly
created instrument, The Georgia Middle School Principal Questionnaire. Professional and
personal demographic information was gathered about these women. All 173 public
school female middle school principals in Georgia were mailed The Georgia Middle
School Principal Questionnaire. Data were quantitatively compiled to yield a statewide
analysis of the backgrounds and career paths of Georgia middle school principals.
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Included with this survey was a stamped letter, so principals interested in participating in
further interviews for this study could communicate that to the researcher. To retain
anonymity of the survey, this letter was mailed back to the researcher independent of the
survey.
Phase two of this study involved the selection of five female middle school
principals to be studied in depth. These were chosen from the principals who returned a
letter of interest in being part of this study.15 Each of the selected female principals
completed a self-evaluation while eight of her faculty members completed a survey about
her leadership. The development of the second survey instruments (see Appendix C)
used in this study were aided by an extensive review of the literature (see Chapter III) and
survey instruments. Phase three involved in-depth interviews with each of the five middle
school principals. The data collected were used to develop a comprehensive description
of these women and their careers in educational administration, their leadership
characteristics, and their roles as women in a male-dominated field of education.
The fourth phase involved studying information from public sources outside the
school system about female administrators. Newspaper and media articles were compiled
to obtain a depiction of the public perception of female administrators. Discourse
analysis was conducted to determine the perception of those outside the academic field

15

The selection process is detailed later in this chapter under Instrumentation.
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(McConnell-Ginet, Borker & Furman, 1980; Spender, 1980; Tannen, 1990). The ways
in which these women were described gave insight into the general judgment afforded
them by the general public.
Subjects
The Georgia Department of Education (GDOE) provided the researcher with a list
of all Georgia schools for the 2000-2001 school year. The list consisted of the names of
the schools, addresses, and genders of the superintendents, principals and assistant
principals at each of the public schools. This Certified Personnel Information Data
Collection document was used to identify the 173 female middle school principals and
their schools in the state of Georgia. The 2000 Georgia Public Education Directory was
then used to obtain the names of each of these principals.
Instrumentation
Two instruments were used to collect data about Georgia's women middle school
principals.
Survey instruments
The first survey instrument was adapted from The Georgia Principal
Questionnaire (Boyer, 1997). Two subsections, professional demographics and personal
demographics, were used (See Appendix B). These two sections provide an overall
picture of the women in middle school principalships across the state of Georgia. This
anonymous questionnaire was mailed to all 173 female middle school principals.
The development of the second survey instruments (see Appendix C) used in this
study were aided by an extensive review of the literature and survey instruments. The
instruments were developed by the researcher from effective leadership characteristics
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described in the literature and as a result of information obtained from characteristics of
admired leaders (Kouzes & Posner, 1995; Lombardo & Eichinger, 1993; Richardson,
1991). Literature conducted within the past 10 years provided more current
representation of leadership characteristics and included more feminine traits than
traditional survey instruments.
The surveys are identical except that one is a self-evaluation completed by the
principal about her own leadership, while the other is completed by her faculty members
about their perceptions of her leadership characteristics. The survey questions were
arranged so that the administrators and faculties could respond to the strength of each
characteristic perceived of the principal as well as the importance of each characteristic.
A Likert Scale rating of 1-5 was used to rate the principal's strength for each
characteristic, with 1 indicating a major weakness while 5 indicated a major strength.
This range offered a basic assessment of each characteristic. The importance of each
characteristic for the success of any principal was also rated using a Likert Scale. An
indication that a characteristic was considered not important was rated 1, while one
considered critically important was given a rating of 5. This scale was developed to
facilitate computation and quantifying data upon collection. The principal's selfevaluation and faculty survey data were then compared to ascertain how the perceptions
from each group were alike and how they differed. It also provided a general profile for
female middle school principal leadership perceptions through self-evaluation and faculty
evaluations.
This pair of surveys was reviewed by a panel of national educational leadership
experts for content validity, clarity, and consistency. The panel members were asked to
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provide feedback on the adequacy of the survey in sampling leadership characteristics of
school principals. They were also asked to comment on the readability of the survey
items and the perceived degree of difficulty in completing the form with the required
information available. Panelists made recommendations for improvement, which were
incorporated into the final survey documents used in the pilot study.
The researcher contacted an educational leadership professor at a major university
in South Carolina and obtained permission and assistance in piloting this pair of surveys
at eight South Carolina middle schools. This was done to insure survey reliability and to
refine the survey instrument. The data collected by the survey pilot research were used to
develop baseline data and to further refine the instruments.
These surveys provided additional information about the perception of each
principal's leadership before the principal interviews were conducted. Prior to the
interview, principals completed the survey about themselves, in order to give the
researcher an idea of the principal's own perception of her leadership abilities. Within
each interviewed principal's school, the faculty survey was conducted regarding her
leadership abilities. At a faculty meeting, eight faculty members were given the survey to
complete and return before leaving for the day.
Interview instruments
Interviews were then conducted with five female middle school principals in
Georgia. These women provided a small sample of principal perceptions about their
leadership and experiences. From the returned letters, indicating interest in being part of
the interviews for this research study, the interviewees were chosen based on several
factors. In order to gain a variety of perspectives, consideration was given to the
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following variables in the selection of principals: demographics of school districts, length
of time the women have worked as administrators, and race. These variables were
chosen from research in order to gain a fuller description of women in Georgia's middle
school principalships. Georgia's population resides in rural, suburban and metropolitan
areas, as do the female principals. Data sampling from these demographic areas was
included. Since the number of female administrators has risen in Georgia, the length of
time they have served as principals as well as their race is important to provide an
inclusive picture of their work. The amount of time women have served in the
principalship has allowed them to experience different social, personal and professional
issues. The range of years in this profession allowed for diverse experiences to be
shared. Race was a factor also considered since non-white women may experience
barriers other than those related to gender. These items (demographics of the school
system, length of time women have served as administrators, and race) were placed on
the interest letter.
The interviews were semi-structured, since some questions were specific while
others were open-ended. This format was chosen to facilitate coding and to ensure
consistency in reporting by the principals (Marshall & Rossman, 1995). Since discourse
analysis was part of the methodology, the open-ended questions allowed the principals
the opportunity to utilize their own language to describe their experiences and
perceptions. Some of the interview questions emerged from the literature review. The
principals' descriptions of their leadership positions, career paths to administration, and
related gender issues provided the main foci of the questions. Below are the sixteen
interview questions. The first four were duplicated from a study conducted by Marilyn
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Grady, Kay Peery and Bemita Krumm (1997). Others originated from the literature
review. The questions correlate with research questions in this study. See Table XII.
1. How did you get your first principalship?
2. Why were you hired, what qualities got you the job?
3. What experiences prepared you for your principalship?
4. What do you like best about your job?
5. What barriers did you experience in becoming a principal? Did these things
remain barriers once you had your position? Explain.
6. Do you have mentors? If so, what gender is the mentor and how have they
helped you?
7. Do you have women role models? If so, describe them.
8. Describe yourself as a leader, including your leadership style.
9. How do you see gender playing into leadership? Have you had to act
differently to gain promotion to the principalship or to maintain it? Describe.
10. Is race a factor in the choice of public school principals? Explain.
11. How does the hierarchical structure, including bureaucracy, of school
administration affect your day to day actions?
12. How do you evaluate your leadership?
13. How do you think superordinates perceive you as a leader? Explain.
14. How do you think subordinates perceive you as a leader? Explain.
15. Do you believe the reform efforts of Governor Barnes will change the
leadership abilities needed to be a good principal? If so, in what ways?
16. Would you rather work for a man or woman? Why?
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Each interview lasted approximately two hours. Miles & Huberman (1993) state that
semi-structured interviews should be approximately 18 questions and last two hours.
Each interview was conducted at the interviewees' schools or at an agreed upon place.
The interviews were audiotaped and transcribed.
Procedures
The Georgia Department of Education (GDOE) was notified of the researcher's
intentions to conduct the study in order to facilitate the gathering of data. The GDOE
provided the researcher a list of all Georgia public middle schools. The list was matched
with the 2000 Georgia Public Education Directory to ensure that the list of principals and
schools was current and accurate. For the purpose of this study, the list of 173 public
middle schools was used to identify the population of principals who participated in this
study.
The Georgia Middle School Principal Questionnaires were mailed to the female
principals of middle schools in Georgia. The materials sent to each principal included the
cover letter of intent and instructions (Appendix D), survey instruments (Appendix B), a
stamped letter indicating interest in further research participation (Appendix E), and a
self-addressed stamped envelope. The return envelopes were numbered to track the
receipt of surveys returned. This facilitated efficient collection of data for all female
public middle school principals.
A postcard reminder (see Appendix F) was mailed to emphasize the importance of
the requested information to subjects who did not return their surveys within two weeks.
Non-respondents were sent a postcard and a replacement survey for any lost ones.
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A 10% sample of the subjects who did not return the surveys within four weeks
was telephoned to remind them to complete the surveys. The researcher targeted 50% of
the respondents on the original list as an acceptable return rate.
Analysis of Data
The statewide Georgia Middle School Principal Questionnaire responses collected
as raw data from the female principals were first separated by the following categories:
demographics of community (large urban, medium urban, suburban, small town, rural),
length of time a principal has served as a principal, and race. The data were then
organized in a spreadsheet that delineated the characteristics of the principals'
professional and personal demographics. A spreadsheet was used to summarize the data
by categories, and to classify and arrange it in the form of tables. This allowed the
researcher to find general trends in the data. Treatment of the data included the
calculation of percentages at each level for the purpose of summarizing the data and
drawing conclusions concerning the findings.
For the second pair of surveys, Principals as Leaders, responses were first
separated by school. The principal's self-evaluations and faculty evaluations were
separated. The data were coded and input to SPSS (1999) for analysis. Summaries of
faculty responses per school were produced as means and mean rating differences were
calculated.
The standard deviation (SD) was used as an index of variability in the study when
combining all principal and faculty ratings. The standard deviation and the mean were
used to provide a useful way of interpreting and comparing the data. The researcher
compared and contrasted the responses of the principal's self-evaluation with that of the
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faculty members' responses on the Principals as Leaders survey. Independent two-tailed
t-tests were also conducted to determine significance between the principal and faculty
perceptions of leadership of the principal. T-tests help to compare two variables, namely
the principal and faculty ratings of leader characteristics, on the Principals as Leaders
surveys.
Coding was used to identify common themes of language and gender issues in the
interviewees' answers, applying feminist analysis to the discourse. Responses to the
interview questions formed a partial basis for analysis. Analysis of discourse articulated
during the interviews was also completed. The qualitative software, NU.DIST 5
(Qualitative Solutions & Research, 2000), was utilized in the coding analysis process.
NUD.IST stands for Non-numerical Unstructured Data Indexing Searching and
Theorizing. This software was selected in order to manage the data electronically and to
provide internal validity. In the book, Qualitative research: Analysis types and software
tools (1990), the use of electronic data management as a tool to organize and analyze
voluminous data is suggested. Dissertation committee members also suggested the use of
this software program. It assisted the researcher in handling non-numerical and
unstructured data in qualitative analysis. NUD.IST does this by supporting processes of
indexing, searching and theorizing. Transcriptions of interviews were indexed by
categories for further analysis by the researcher. Transcripts were verified through the
use of member checking. Lincoln & Cuba (1985) suggest the interviewee, or member,
crosscheck the content of the interview for validity. Transcripts were returned to the
interviewees to review and validate. The credibility of the information collected through
the interviews was verified by all principals.
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Information from sources outside the school were included about female
administrators (e.g. newspaper accounts) to provide triangulation between this study and
the literature. Academic literature and media articles provided the primary sources. The
manner in which women leaders were described and depicted, in the media, added a more
general notion of the perceptions of them in society. For example, the article The
superintendent of obstruction, was printed in The Atlanta Journal and Constitution
August 15, 2000 concerning Georgia State Superintendent Linda Schrenko. Her
opposition to Governor Roy Barnes reform efforts prompted this article. The
disagreement between them is considered "war". The language used to describe her
actions include "has gone on the attack", "is riding her status-quo steed", "failing to
become a catalyst", "hasn't delivered", and "seems determined now to become an
obstacle". The adjectives that describe her leadership include "stormy" and "lackluster".
She is described as having a "pet project" and the determination to "become an obstacle".
The article continues to give statistics about test scores and funding that further
provide a negative and overbearing depiction of her efforts. This "hard" quantitative data
is generally associated with masculinity. Curriculum issues, like the "pet project" of
reading, are generally related to femininity (Adler, Laney & Packer, 1993; Blackmore,
1999, Tyack, 1974). Numeric data is often given to support the unworthiness of her
leadership, while more feminine ideas are downgraded.
The fact that the governor was male and the state superintendent was female
provided a possible additional power struggle, besides the ones associated with their
positions. In other articles, Superintendent Linda Schrenko has been depicted as "the
enemy" and war-like metaphors are replicated (Salzer, 2001).
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Public documents, such as this, regarded Superintendent Schrenko to be
something to fight or ward against. Articles tended to place her in the warrior mode,
fighting the establishment or higher authority. The governor's reform efforts provided for
change, which many educators did not support, yet he was not painted in the warrior
position. He was a man with a plan, and has been applauded as he vowed to "fix broken
schools" (Georgia Department of Education, 2000).
Gendered language seems to reinforce stereotypes and perpetuates sexist
assumptions about female school administrators (Marshall, 1987; Tannen, 1990).
Limitations
• Surveys will not all be returned, thus making the quantitative data inconclusive of
some female administrator data
• Principals may not be honest during the interview
• Economy set may limit kinds of answers given by interviewees
• Identity set of the interview may limit responses
• Faculty surveys about their principal may not be accurate - pressure to give a good
assessment
• My own bias
• My ability to frame questions clearly and concisely
• Time to interview, transcribe, write, journal
Summary
This study was conducted to gain a broad range of information, as well as an indepth understanding of Georgia's female middle school principals. Despite the
limitations of this study, data collected describes the work of female middle school
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principals in Georgia. The use of three surveys helped in the compilation of various data
from them. The first survey, The Georgia Middle School Principal Questionnaire,
included professional and personal demographic questions about middle school principals
in the state. It was developed from portions of The Georgia Principal Questionnaire
created in 1997. It analyzed the relationship of the demographics and the professional
and personal characteristics of the principals.
The second pair of surveys. Principals as Leaders Self-Evaluation and Principals
as Leaders Faculty Evaluation, was given to five selected principals as well as their
faculties. Perceptions about their leadership characteristics were assessed and compared
to note differences and likenesses in perceptions. These surveys were initially given to a
panel of national experts in the field of education administration to determine validity and
reliability of questions. The surveys were then field-tested by three middle schools led
by female principals in South Carolina. The final surveys were then modified and printed
for distribution.
Each of the five principals were then interviewed following the completion of the
Principals as Leaders surveys. Semi-structured questions were used to obtain specific
information as well as more open-ended opportunities to share their experiences. The
foci of the questions included career paths, description of leadership positions and
abilities, along with gender-related issues.
The study involved the entire population of female middle school principals in the
state of Georgia (173 women). This population was chosen because of the significant
lack of women's presence in middle school principalships. A general collection of
demographic information was collected about them. Following this, the five principals
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were surveyed and interviewed to obtain in-depth information about their leadership
experiences as female principals.
Results of the statewide demographic surveys were collated using a spreadsheet
of variables representing the data collected from each. The frequencies were then
summarized using the Statistical Package for Social Studies (SPSS), in order to answer
the research questions posed. The researcher examined the information from SPSS and
arranged the data in tables based on the responses to questions or items outlined in the
survey. The data was reviewed to detect patterns or trends within data sets.
Results of the self-evaluation of principal's leadership characteristics were
compared to those indicated by faculty members, using SPSS. These perceptions were
further analyzed in order to explain similarities and differences in the data sets. After
interviewing these principals, the software package, NU.DIST5, was used to code
common themes of language and gender issues in the interviewees' answers, applying
feminist analysis to the discourse. Responses to the interview questions formed a partial
basis for analysis. Principal characteristics and experiences were compared to perceptions
of their leadership by others and inferences made.

Chapter V
Presentation of Data
Introduction
Many different forms of data were collected about women administrators
throughout this study. In order to gain an in-depth as well as a broad view of women
principals in Georgia's middle schools, a variety of quantitative instruments and
qualitative methods were used to gather information.
Five middle school principals across the state of Georgia were interviewed
during the second phases of this study. Also, principals completed the Principals as
Leaders Self-evaluation Survey while their faculty members completed the Principals
as Leaders Faculty Surveys . (See surveys in Appendix C). Tables XX-XXVI
provide a compilation of these results. Analysis of these surveys fulfilled the next
phase of research. Response to the request for interviews was satisfactory. Initially
twenty-nine, or 27%, of the principals who responded to the Georgia Middle School
Principal Questionnaire also volunteered to be interviewed (See survey in Appendix
B).
A planned study of discourse about these women from public sources, outside
the academic field, was incomplete. An analysis of the discourse about the women
was impossible because there was an insufficient number of articles about these
women in their local newspapers or media. Articles about their schools were found,
but they lacked insight into or mention of the principal's leadership or administrative
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qualities. Thus, an analysis about the perceptions of their leadership was
inconclusive.
Georgia Middle School Principal Questionnaire Findings
The first phase of research involved the use of a survey, Georgia Middle
School Principal Questionnaire, which was mailed to all 173 female principals in
Georgia. (See survey in Appendix B). One hundred eight or 62.4% were completed
and returned. From the responses, professional and personal demographics were
compiled. The following tables provide professional and personal demographic
summaries of women in middle school principalships in Georgia.
Professional Demographic Profile
Highlights of the professional information indicated that 72.89% of the
women have been principals for less than 6 years. More than 65% of all principals
have been at their current school for four years or less. (See Table XIII).
As Table XIV indicates, 73% of the principals were assistant principals prior
to their first principalship. Teaching experience varied greatly by grade and subject
as well as number of teaching years for these women. The most common teaching
field was middle grades. Not surprisingly, 24.60% of the women taught middle
grades before assuming principalships in middle schools, thus becoming a leader of a
middle school was logical for them. More than 70% of the principals taught in other
fields. Since the questionnaire asked principals to write in many of the answers,
instead of choosing from a grade-specific list, the grade levels for the subject areas
was not known. Also since respondents filled in their teaching fields, there was some
overlap (for example Business and Business Education, Early Childhood and
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Elementary). Following middle grades, language arts was the most common teaching
field, with 15.08% of the principals teaching in this area.
Table XIII
Professional Demographics: Number of Years Experience as Principal in Georgia
from Current Female Middle School Principals
Total year as principal in any school system
Number (n=107)
Percent
I-2 40 37.38%
3-4 24 22.43%
5-6 14 13.08%
7-8
9
8.41%
9-10
3
2.80%
II-12
9
8.41%
13-14 4 3.74%
15-16 4 3.74%
Total years as principal in current school system
I-2
3-4
5-6
7-8

Number (n=106)
Percent
43 40.19%
26 24.30%
13 12.15%
6 5.61%

9-10
II-12
13-14
15-16

8

3 2.80%
7.48%
3 2.80%
4
3.74%

Before becoming administrators, 80.37% of the principals taught for 10 or
more years. This is commensurate with research done by Smulyan who suggests that
women teach for an average of 14.3 years before moving into administration (2000,
p.75). Men generally teach for a shorter period of time before becoming
administrators (Shakeshaft, 1989).
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Table XIV
Professional Demographics: Prior Experiences of Georgia's Current Female Middle
School Principals
Position held prior to first principalship
Assistant Principal
Assistant Superintendent
Counselor
Curriculum Director
Director of Alternative program
Instructional Coordinator
Specialist
Supervisor
Teacher

Number (n=107)
79
1
2
3
1
1
1
1
18

Percent
73.83%
0.93%
1.87%
2.80%
0.93%
0.93%
0.93%
0.93%
16.82%

Teaching field
Business
Business Education
Counselor
Early Childhood
Elementary Education
Foreign Language
Gifted Education
Home Economics
Language Arts
Leadership
Math
Middle Grades
Music
PE
Reading
Science
Secondary
Social Studies
Special Education
Vocational Education

Number (n=126)

Percent

1
3
1
1
10
5
2
2
19
1
11
31
1
11
4
11
1
4
6
1

0.79%
2.38%
0.79%
0.79%
7.94%
3.97%
1.59%
1.59%
15.08%
0.79%
8.73%
24.60%
0.79%
8.73%
3.17%
8.73%
0.79%
3.17%
4.76%
0.79%
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Number of years of teaching
experience (not administration)
Number (n=107) Percent
2 1.87%
6 5.61%
13 12.15%
14 13.08%
24 22.43%
17 15.89%
16 14.95%
15 14.02%

1-3
4-6
7-9
10-12
13-15
16-18
19-21
22-35
Athletic coaching experience

Number (n=107)
Yes
No

Percent

17 15.89%
90 84.11%

Only 15.89% of the female middle school principals had coaching experience.
Thus 84.11% had never coached, whereas as Figure 1 l(in Chapter 3, p.84) showed,
coaching was a common stepping stone for men toward the principalship at the
elementary level or assistant principal at the secondary level.
Data indicated the education of the female middle school principals was
advanced. 100% of them have at least masters degrees. 93.46% of the female
respondents have earned education specialist or doctoral degrees. (See Table XV).
This was a typical pattern, according to Klein (1985) and Shakeshaft (1989).

Sixty-

nine and sixteen-hundredths percent (69.16%) hold Education Specialist degrees
while 24.30% hold Doctorate degrees. A large majority, 73.58%, of these degrees
were attained in Georgia. Seventy-three and eighty-two hundredths percent
(73.82%) of these degrees were reported as Administration, Educational
Administration and Educational Leadership degrees.

Women School Administrators 146

Table XY
Professional Demographics: Academic History of Current Female Middle School
Principals in Georgia
Highest college degree
Master's
Education Specialist
Doctorate

Number (n=107)
7
74
26

Percent
6.54%
69.16%
24.30%

Was degree attained in Georgia?
Yes
No

Number (n=106)
Percent
78 73.58%
28 26.42%

Major for your highest degree
Administration
Business Education
Counseling
Curriculum
Early Childhood Education
Educational Leadership
Elementary Education
English Education.
Middle School Education
Physical Education
Reading Special
Secondary Science
Social Science
Special Education
Speech & language pathology
Supervision
Vocational Home Economics

Number (n=126)
45
1
1
3
1
48
1
1
8
1
1
1
1
1
1
10
1

Percent
35.71%
0.79%
0.79%
2.38%
0.79%
38.10%
0.79%
0.79%
6.35%
0.79%
0.79%
0.79%
0.79%
0.79%
0.79%
7.94%
0.79%

Number (n=103)
102
0
1

Percent
99.03%
0.00%
0.97%

Type of leadership certification
Renewable
Probationary
Life
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The annual salary of the middle school women principals varied from $50,000
to $90,000+. As Table XVI indicates, 66.67% of the principals reported having
salaries between $70,000 and $89,000. The work week for the respondents varied
from less than 40 hours to over 100 hours. Eighty and six-hundredths percent
(80.6%) of them reported a work week length of 51-75 hours.
Table XVI
Professional Demographics: Annual Salary and Number of Hours Worked per Week
from Current Female Middle School Principals in Georgia
Annual salary
Less than 50,000
50-59,000
60,000-69,999
70-79,000
80-89,000
90,000+

Number n=105)
0
5
20
41
29
10

Percent
0.00%
4.76%
19.05%
39.05%
27.62%
9.52%

Number of hours in your average work week
Less than 40
40-45
46-50
51-55
56-60
61-65
65-70
71-75
76-99
100+

Number (n=98)
3
1
9
7
32
8
24
8
5
1

Percent
3.06%
1.02%
9.18%
7.14%
32.65%
8.16%
24.49%
8.16%
5.10%
1.02%

Respondents of the survey indicated working in a variety of community types.
Table XVII indicates that a total of 21.63% of the respondents work in medium and
large urban areas. 47.75% of the women reported working in small towns or rural
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areas. The literature and plot of middle school principals in Georgia for the 20002001 school year indicated that there were a large percentage of female principals
located around urban areas. Most likely questionnaire respondents reported these to
include suburban areas. This adds 30.63% to the number of women working in or
around urban areas. These statistics match with the plotted information on the
Georgia map, Figure 9 (Chapter 1, p. 30).
Table XVII
Professional Demographics: Community Demographics of Georgia's Current Female
Middle School Principals
Community demographics
Number Percent
(n=111)
Large urban
6 5.41%
Medium urban
18 16.22%
Suburban
34 30.63%
Small Town
31 27.93%
Rural
22
19.82%
Note. According to Census definitions, urban areas vary in size from medium
(population beginning at 50,000) to large (population of 100,000 or more). Suburbs
are located around metropolitan areas with a density of 1000 people per square mile.
Small towns have populations of less than 50,000. And rural areas are sparsely
populated areas, having less than 100 people per square mile (U.S. Census Bureau,
2001).
Summary
During this research, information gathered from the Georgia Middle School
Principal Questionnaire was combined to produce the above profile ot women
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principals. In Georgia, the women who serve as middle school principals had similar
characteristics in some professional areas, while others were varied. The large
majority (75% or more) of these women served as assistant principals, prior to their
first principalship, earned advanced degrees, earned salaries of $70,000 or more,
and worked 56 to over 100 hours per week.
Personal Demographic Profile
Personal data about the female middle school principals indicated fairly
common characteristics among them. Table XVIII shows that most women, 62.96%,
are native Georgians. Seventy-five percent (75%) of them self-identified as white,
21.3% as African American, 1.85% as multiracial and 1.85% as Native American.
There were no Asian or women of other races reported. Age-wise, predictably 81.9%
of the women are over the age of 45. Sixty-seven and sixty-two hundredths (67.62%)
of them are between the ages of 45 and 54. Only one respondent was under the age
of 35, and one reported being over 60 years old.
Table XVIII shows the marital status of the women middle school principals.
74.07% of the women were currently married, while 15.74% were divorced, 8.33%
were never married, and 1.85% were separated.
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Table XVIII
Personal Demographics about Georgia's Current Female Middle School Principals
Native of Georgia
Number Percent
(n=108)
68 62.96%
40 37.04%

Yes
No
Ethnicity

Number (n=108)

Percent

23
0
2
2
81
0

21.30%
0.00%
1.85%
1.85%
75.00%
0.00%

Number
(n=105)
1
8
10
35
36
14
1

Percent

Number
(n=108)
80
0
17
2
9

Percent

African American
Asian
Multiracial
Native American
White
Other
Age

Under 35
36-39
40-44
45-49
50-54
55-59
60+

0.95%
7.62%
9.52%
33.33%
34.29%
13.33%
0.95%

Marital status

Married
Widowed
Divorced
Separated
Never married

74.07%
0.00%
15.74%
1.85%
8.33%

Interviews
From the 29 women who volunteered to be interviewed, I selected five for my
study. These five women middle school principals provided a variety of experiences
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and backgrounds. They were chosen carefully to provide a sample population of
principals working in different settings within the state. Since there are 181 school
systems in Georgia, this small sample does not provide generalizable information, yet
their lived experiences contribute to a picture of women working in middle school
principalships. Table XIX summarizes the descriptions of the five principals who
were interviewed and studied in-depth. Pseudonyms were used to protect their
identities.
Table XIX
Demographic Information about Interviewed Principals

Cathy
Johnson
Vicky
Miller
Susan
Graham
Teresa
S human
Leslie
Andrews

Years of
experience
as
principal
6

3
2
J
11

Position
held prior
to
principal
Assistant
Principal
Coach
Counselor
Assistant
Principal
Assistant
Principal
Assistant
Principal

Area of
Georgia

County
demographics
*

South¬
east
North¬
west
Central

Race

Highest
academic
degree

Medium
urban

W

Doctorate

Small town

W

Doctorate

Large urban

M

Doctorate

North

Small town

W

South¬
east

Rural

w

Education
Specialist
Education
Specialist

Note. *Census Bureau definitions were used (U.S. Census, 2001).
Two African-American principals volunteered to be interviewed initially, but when
contacted they declined due to time restraints.
Commonalities of Interviewees
There were some similarities among the interviewed principals. The themes
that emerged from the interviews were: preparation for the principalship, mentors and
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role models, gender issues, and leadership perceptions. These emerged due to the
structure of the interview questions.
Physical similarities
All wore their hair short. Four of the women had short haircuts, which ranged
in length from just above their ears to just below their ear lobes. One principal had
longer hair, but it was pulled up and twisted in the back, so it did not reach her
shoulders either. There was some variance in height. Two of the women were 5'8"
or taller, two were between S^'and S'S", and one was approximately 5'2" tall.
Because of the different interview settings, described below, their attire
varied. But the three principals who were interviewed on the school campus while
school was in session all wore dresses or skirts that would be considered professional.
These included one black and white suit, one solid green dress, and one navy dress.
Two of these three also wore hose and heels. The other principal wore sandals. The
other two principals were interviewed when school was not in session. They wore
more casual clothes that included pants, shirt, and no hose with sandals or tennis
shoes.
Laughing, crying and cursing
Amid the interviews with the principals, there was a great deal of laughter
from them. Four of the principals frequently laughed as they were talking about their
leadership and perceptions of their leadership. Especially when talking about gender
issues, three of them told stories to illustrate their experiences. These were threaded
with laughter also. I was not expecting such humor, but as Susan said, "I can either
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laugh or cry about things." She also said that others "would tell you that I have a
good sense of humor, because I like to laugh." (Interview 3, 2001, p.6).
Three principals talked about crying and one actually cried during the
interview. Susan said, "we cry many a day, believe me" (Interview 3, 2001, p.3). The
other two principals agreed that the various pressures caused crying.

Toward the

end of Leslie's interview, she said, "female principals cry too" and she began to do
so. She was talking about a role model of hers who had been killed in an accident.
She did not hesitate to continue her story.
Two principals cursed during the last half of the interview, which was not
expected, but somehow not surprising either. The personalness of the questions and
subject of gender raised a variety of emotions during the interview. As they shared
details like being a "peon" or having to "act more masculine" in order to accomplish
things, they whispered as if to mask their discomfort with such oppressive forces.
Teresa said "damn the whole profession." She was angry because of "where
education is in our society today" (Interview 4, 2001, p.8). She believed that middle
schools were being scrutinized and changed by people at the state level who know
very little about the purpose and functions of them. Being a leader in that setting
placed added pressure on her to "perform" in order to prove the value of the middle
school program.
Body language
During the interviews, the principals used extensive body language. Because
of the various interview settings, there were differing opportunities for these. Cathy
was interviewed at a local restaurant, since school was closed the day of the

Women School Administrators 154

interview. Vicky, Teresa, and Susan were interviewed in their offices during a school
day. Leslie was interviewed in her office after participating in staff field day: school
was not in session.
All five principals appeared to be eager to talk about their experiences, but
somewhat unsure about revealing details. The principals seemed somewhat relaxed
when talking about issues, such as gender, and more nervous and guarded when
talking about themselves. Four of the principals talked with abundant hand
movements. When talking about extreme situations, exaggerated arm movements
were noted. WTien talking about "playing the game" and other personally learned
routines, they leaned in toward me and sometimes whispered as if these were
secretive actions. This could have indicated the uncomfortableness of admitting to
these things or could indicate they had a powerful secret and did not want to share it
with everyone.
Individual Interview Details
Cathv Johnson
Demographics and interview context
Cathy Johnson has served as principal for six years in a small town in
southeastern Georgia. At the time of the interview she was in her early 50s and
white. Prior to accepting the position of principal, she served as a coach, unlike
84.11% of survey respondents. She was also an assistant principal at the high school
level. She earned her doctoral degree before becoming principal. At the time of her
interview, she was interested in moving toward a superintendency position in
Georgia.
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At her request, Cathy's interview took place at a local restaurant. It was
during spring break week, and schools were closed. She appeared to be very serious
about her career and eager to be interviewed about it. Eye contact was constant as
she spoke about her experiences. Her voice intonation was strong as she expressed
confidence in her leadership abilities, as did her faculty. (See Table XX, p. 160). As
she spoke, she used numerous hand movements for emphasis on ideas and situations
that were important to her. She also leaned forward, over the table, to talk quietly
about issues related to gender and the power play that sometimes occurs between men
and women.
Interview summary
The following four sections provide information from the interview about
Cathy's experiences as a female middle school principal. Preparation for the
principalship, mentors and role models, gender issues, and leadership perceptions
were the four most noteworthy themes from her interview.
Preparation for the principalship
Cathy said she was promoted to the principalship based on her knowledge and
"background of working with people...it's relationships... saying what you mean
and...doing what you say you're going to do" (Interview 1, 2001, p.l). Her network
within the administrative ranks of her school system provided for ease of promotion.
She had been a project coordinator at a high school for over 15 years, which gave her
opportunities to practice her leadership and to be visible in that role. She supervised
the program, which had outreach components to parents and to the community.
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Cathy did not have direct teaching experience with middle school students.
All of her experience was at the secondary level. And she has learned about the
principalship by watching other administrators. She said,
I really probably learned more from the negative and bad experiences than I
have from the good ones...It's just like parenting. The things you disliked,
you try to make sure you don't do those as a parent. And it's the same thing
as a school leader. (Interview 1, 2001, p. 10)
Due to her enthusiasm for learning and for working with students and teachers, she
felt like she was well prepared, despite the fact that she had not directly worked with
middle school students.
Mentors and role models
Cathy has had few "mentors", but several "role models." Because of the high
turnover rate in administrators, she says, "You can't get a mentor. It's almost like
you have to be within yourself. Where we get our strength and support is from other
female administrators" (Interview 1, 2001, p.3). She and some other female
administrators have a breakfast club once a month. These women, "come together
and talk about things and gain support for each other. We.. .laugh at stuff and the
games people play" (Interview 1, 2001, p.3). She named a few specific role models,
currently working in other areas of Georgia, who actively supported her.
Gender issues
While being an administrator, Cathy has had to be careful about being overly
assertive. As a woman, she said,
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You have to be real careful about being too aggressive because it scares
people off. It intimidates people. And I think that's the reason you see very
few women [principals] in middle, high school - especially high school. If
you look at the jobs and positions that females have.. .they are usually
curriculum directors. (Interview 1, 2001, p.2)
As if giving advice, she said, "a strong female...just really intimidates people, so you
have to act accordingly. You have to...play the game. You definitely have to do it as
a 'female leader'" (Interview 1, 2001, p.3).
She was not selective when asked if she would rather work for a man or a
woman. Her hope was that she'd be able to work for, "somebody that I feel like I can
learn from and somebody that's going to be there to support me.. .as long as they are
strong and good in their field" (Interview 1, 2001, p.8). She commented that, "you
can get good and bad in either sex. That doesn't matter" (Interview 1, 2001, p.8).
Leadership perceptions
When asked to describe her own leadership, Cathy, who had been a coach,
said, "I lead by coaching and modeling...! believe in building teams...I'm a very
enthusiastic person. I have very little tolerance for people that just want to get by in
the classroom" (Interview 1, 2001, p.3). She also included that she was a very caring
and sincere leader. She said, "they see this warm caring person, but on the other
hand, very strong to get the job done and do what you have to do" (Interview 1, 2001,
p.3).
She often self-assessed her leadership and talked with her assistant principals
about her leadership style. Besides the formal evaluations from the superintendent.
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performance as a leader. Self-reflection has caused her to see herself as a strong
leader, but one who enjoys working collaboratively with faculty and staff members.
When asked about how others, subordinates and superordinates, perceived her
leadership, she gave several examples to illustrate their probable perceptions. She
said they would see her as, "a strong leader.. .not controlling. Teachers that are like
our master teachers...love my leadership style...You either help make them or get
them out" (Interview 1, 2001, p.5). She supports teachers who work hard and who
encounter situations that warrant principal assistance. She said, "I have to be strong
for them. That's my job" (Interview 1,2001, p.5). Her focus on the children and
their successes was evident throughout the interview session.
Superintendents have perceived her to be a good principal especially this year.
When she said she received the "best evaluation I've ever gotten, as a teacher or
administrator," it was evident that she was proud of this (Interview 1, 2001, p.5).
Although she has questions about the logistics of House Bill 1187, Governor's
Reform Bill, she believed improvement is needed in education. She said she does not
think, "you can mandate and make laws to improve education. I think it needs to be
within educators, but because we didn't do what we were supposed to do all
along.. .we've got business and industry and community people.. .changing us.. .in
laws" (Interview 1, 2001, p.6). She was doubtful about the process for improving
schools once they were deemed failures.
Risk-taking has been encouraged and failure is not considered a bad outcome.
She said, "it's O.K. to fail because we all leam by failure, including the principal...!
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have some things that do not work, but I am not the kind that everything is in
concrete. If it needs changing, then we'll change it" (Interview 1, 2001, p.9). She
shares that, "teachers who never mess up and never do anything [wrong],. .they're not
doing anything!" (Interview 1, 2001, p.9). Expectations of innovation and creativity
were highly valued by Cathy.
She said that despite the long hours and hard work,
It's the most rewarding, demanding, draining job that you could possibly have
all wrapped into one.

But when those light bulbs turn on, when there are

smiles where there were frowns.. .it makes all the difference. And everything
that you do and all those negatives, you can just forget those when you see
those kids. (Interview 1, 2001, p.l 1)
Perceptions of her leadership were often based on student and faculty success stories.
For example, at the end of the school year, the school participates in field days that
centered on social studies and physical activities. The faculty organized the
instructional days to integrate the content areas, as each class or "team" studies one
country. "Those are the kinds of things that are meaningful...you've got to let kids
take it with them.. .if it's not touched and it's not felt, then that knowledge won't go
with them, often times" (Interview 1, 2001, p.9).
Principals as Leaders Survey Findings
The Principals as Leaders Self-Evaluation and Faculty Surveys results for
Cathy were summarized in Table XX. There were no significant differences between
Cathy's perception of her leadership abilities and the perceptions reported by the
faculty. Both Cathy and the faculty ranked the importance of all 26 leader
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characteristics very high and ranked them similarly. The greatest mean rating
difference between Cathy's self-rating and the faculty mean was .75 in the category
Dependable. The faculty rated Cathy higher in this category. All other differences
were between 0 and .50, which indicated that the perceptions of Cathy's leadership
characteristics were coherent between her and the faculty survey respondents.
Cathy rated most leadership characteristics as major strengths of hers (rating
of 5). Exceptions included the following four characteristics: Clear communicator;
Dependable; Diplomatic; and Inspiring. These were rated a 4, indicating that she
perceived these to be minor strengths.
Faculty ratings of Cathy's major strengths included: Ambitious; Cooperative;
Courageous; Determined; Ethical; Forward looking; Honest; Imaginative;
Independent; Intelligent; Lifelong learner; Mature; Straightforward; and Supportive.
All other characteristics were rated between 4.0-4.75, which indicated that the faculty
surveyed perceives Cathy to be strong in these areas.
Table XX also shows how Cathy and the faculty rank each leader
characteristic in terms of importance to the success of any principal. She and the
faculty, independently, ranked 18 of the same characteristics as critical. Out of those,
13 of the characteristics were also identified as major strengths of Cathy's leadership
from the self-rating and faculty rating. Thus, common expectations and perceptions
of Cathy's leadership were evident from the survey results.
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Table XX
Summary of Cathy Johnson's Self-Evaluation and Faculty Surveys from the
Principals as Leaders Surveys
Cathy
SelfImportance
Rating
Rank
Ambitious
Broad-minded
Caring
Clear communicator
Competent
Cooperative
Courageous
Dependable
Determined
Diplomatic
Ethical
Fair-minded
Forward looking
Honest
Imaginative
Independent
Inspiring
Intelligent
Lifelong learner
Loyal
Mature
Problem solver
Rapport builder
Self-controlled
Straightforward
Supportive

5.00
5.00
5.00
4.00
5.00
5.00
5.00
4.00
5.00
4.00
5.00
5.00
5.00
5.00
5.00
5.00
4.00
5.00
5.00
5.00
5.00
5.00
5.00
4.00
5.00
5.00

5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00

Faculty (n=6)
Importance
M
Rank
5.00
4.50
4.75
4.00
4.75
5.00
5.00
4.75
5.00
4.25
5.00
4.75
5.00
5.00
5.00
5.00
4.50
5.00
5.00
4.50
5.00
4.75
4.50
4.50
5.00
5.00

4.00
4.75
4.75
5.00
4.75
5.00
5.00
4.75
5.00
5.00
5.00
4.75
5.00
5.00
4.75
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
4.75
5.00

Mean
Rating
Difference
0.00
.50
.25
0.00
.25
0.00
0.00
-.75
0.00
-.25
0.00
.25
0.00
0.00
0.00
0.00
-.50
0.00
0.00
.50
0.00
.25
.50
-.50
0.00
0.00

Vicky Miller
Demographics and interview context
Vicky Miller has served as principal for three years in a small town in
northwest Georgia. She was an elementary and middle school counselor before
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becoming a principal. She earned her doctoral degree before becoming principal and
she self-identified as white. At the time of the interview she was in her mid 40s.
After this year, Vicky is moving to a central office position, to serve as the Executive
Director of Student Support Services.
Vicky's interview took place in her office while school was in session. It was
well organized, and included piles of papers and books on her desk. We sat in two
chairs, side by side, for the interview. She spoke with a great deal of intonation in her
voice and hand movements. She appeared to be relaxed, as she sat with one leg under
her body during part of the interview. When talking about her leadership style and
abilities, she appeared to be somewhat uncomfortable, as she fidgeted in the chair.
She used self-assessment frequently but did not formally ask for faculty input into
this assessment process. There were some discrepancies between her self-ratings and
the faculty's ratings of her leadership characteristics, as indicated on Table XXI.
Interview Summary
The following sections provide information about Vicky's experiences as a
female middle school principal. Preparation for the principalship, mentors and role
models, gender issues, and leadership perceptions were the four most noteworthy
themes from her interview.
Preparation for the principalship
Vicky has worked in the same school system for her entire career. She has
had a few different roles in the elementary school. She served as a teacher for a year
and counselor for approximately 19 years. She transferred to the middle school, as
counselor and earned her doctoral degree in 1996 before advancing to the
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principalship the following year. Hesitant about sounding "egotistical," she said that
she has been a "natural leader." "I've always emerged in leadership positions"
(Interview 2, 2001, p.l). Along with this, her reputation of coordinating and
articulating counseling programs has been widespread. "I've been passionate about
what it takes for learning to occur" (Interview 2, 2001, p.2) she said while discussing
which qualities helped prepare her for the principalship.
Also she felt that, "the coursework in my doctoral program definitely prepared
me" for the principalship (Interview 2, 2001, p.2). Her hard work has been
recognized on various committees, as a consultant and by being a presenter at state
and national conferences. She felt like the local school system made note of these
leadership activities when selecting her for principal.
Mentors and role models
Vicky reported having no mentors within her school system. She said it was
a, "weakness in our school system" (Interview 2, 2001, p.3). But when she needed
help, she did not hesitate to call a peer principal or former principal. She said,
That's...[an] advantage I think women have, and I do think it's a gender
thing. If I need help, I call.. .A couple of times I took advantage of it too. In
fact, I asked, "how long can ignorance be my excuse?" I was told that I could
get by with that for a while. So I did. (Interview 2, 2001, p.3-4)
But when asked about female role models, Vicky shared work and family examples.
Within administration, one principal and one superintendent were cited as strong
positive role models for her. She also said, "I come from a family of strong women
who have a strong work ethic" (Interview 2, 2001, p.4). Her positive work ethic was

Women School Administrators 164

evident throughout the interview, as she talked about her experiences working in the
field of education.
Vicky discussed ways in which she worked to ensure that the school
functioned well. Two examples of this work ethic follow. She and the two assistant
principals read some literature about school culture and then took a two-day retreat to
work and plan. The goals included getting to know each other better and planning
more consistent discipline procedures for the upcoming year. She maintained the
time put in on the front-end of the school year most likely would be beneficial
throughout the year. She also required teachers to read current literature about
education. By encouraging teachers to stay knowledgeable with current professional
research she could be a role model and "a leader who values learning" among faculty
members as well as students (Interview 2, 2001, p. 10).
Gender issues
When talking about her assignment as principal of the middle school, she
shared her male superintendent's concern that a lot of people would "think we need a
6-foot marine to be principal at the junior high" (Interview 2, 2001, p.3). Her petite
stature may have heightened this concern. Her response to him was, "I think there are
some things a woman can do better than a man. It's easier for a woman to confront
problems than it is for men" (Interview 2, 2001, p.3). She said that's because women
can do it in a, "helpful mode.. .whereas if a man does it, it's like you're being
judged...and I think a lot of men just avoid it all together.. .women I've worked for
are just a lot more willing to hit things head-on" (Interview 2, 2001, p.3). But she
also said, "I think some situations are harder for me...but I put that barrier there, I
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guess, because I'm female" (Interview 2, 2001, p.5). This internal barrier has also
been discovered by research done by Moraga & Anzaldua (1983). They found that
the "object of oppression is not only someone outside of my skin, but the someone
inside my skin. To a large degree, the real battle with such oppressions, for all of us,
begins under the skin" (Moraga & Anzaldua, 1983, p.30). The conflicts, for Vicky,
must have included similar self-inflicted oppressive practices.
She shared that there were a couple of male teachers who have difficulty
working for her. She said, "fortunately they are good at their job, so there's not often
reason for there to be conflict or confrontation" (Interview 2, 2001, p.3). She cited
athletics as an area she was still learning, but that didn't hinder the school program.
When asked about situations where the need to act differently arose because
of gender, she reported that athletic events sometimes made her feel this way. She
shared an example of attending a wrestling tournament that illustrates an
uncomfortable gender-related situation. While at the tournament, there was a
hospitality room for supportive school personnel. But Vicky was the only female
administrator present. She said, "I just didn't go... it would have taken a lot of
gumption for me to go and do that.. .sometimes it's harder for me" (Interview 2,
2001, p.5).
Although she had worked for male and female bosses, she reported that, "I
have grown more working for the women" (Interview 2, 2001, p. 12). This was the
first year she had worked for a female superintendent and said she enjoys it. She said,
"she [the superintendent] has standards, she has values, she knows what she believes,
she knows where we're going and is doing (snap, snap of her fingers) what it takes to
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get there. She is not afraid to make a decision...she's the best" (Interview 2, 2001,
p. 12). She added that, "it's harder, more challenging. I work harder. I don't coast"
(Interview 2, 2001, p. 12). She appeared to relish the challenge.
Leadership perceptions
Vicky perceived herself to encourage collaborative work among the faculty.
She said,
I don't begin to think I know everything. I don't begin to think that I will
come up with the best idea. I think that, with input, we will come up with that
good idea, an even better idea, than individually. (Interview 2, 2001, p.4)
Even when the collaborative product was not what she expected, she has learned and
continues to accept what has been done. She expected faculty to be professional, with
work ethic and treatment of others. She also said that when people were not
professional "I [need the] courage to confront, individually, the problems of
individuals.. .and to nonrenew people who didn't need to be in the profession"
(Interview 2, 2001, p.5).
She evaluated her leadership through self-assessment. She has not asked for
written feedback, but has an open-door policy for everyone. She openly told faculty
members, "if I'm about to do something, or we're getting ready to do something and
it's not the right thing to do, talk me out of it. Convince me otherwise. And they do"
(Interview 2, 2001, p.9). She said "I don't evaluate myself based on whether
everybody is happy with me or not, because they're not...Sometimes I think that if
everybody was happy with me, I'd be worried about myself!" (Interview 2, 2001,
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p.9). Constant communication helped keep the faculty and administration informed
of problems and successes within the school.
Others' perceptions of her varied. She said, "I think that they think that I have
a goal, a vision...! am firm and some of them might perceive it as stubborn... I'm fair
and believe that every one of them would say I was student-centered, studentoriented" (Interview 2, 2001, p.9). Subordinates as well as the superintendent have
noticed her hard work as evidenced by her evaluations and recognition from her
superiors.
Principals as Leaders Survey Findings
The Principals as Leaders Self-Evaluation and Faculty Surveys results for
Vicky are summarized on Table XXI. There was some variability between the
perceptions of Vicky's leadership strengths with self-ratings and faculty mean.
Vicky's self-rating included the following major strengths (rating of 5);
Ambitious; Competent; Cooperative; Dependable; Determined; Diplomatic; Ethical;
Fair-minded; Honest; Independent; Lifelong learner; Loyal; Problem solver; and
Self-controlled. She rated herself lowest (rating of 3) in the following areas: Caring;
Clear communicator; Courageous; Imaginative; Inspiring; and Rapport builder. In
her rating of the importance of the characteristics, two areas were rated a 3, indicating
the characteristic is less useful to the success of any principal than most
characteristics on the list. They were Independent and Straightforward.
Faculty perceptions of Vicky's leadership characteristics varied with hers.
Their highest ratings included the following three major strengths (rating ot 5):
Competent; Dependable; and Determined. The lowest ratings were Diplomatic (2.29)

Women School Administrators 168

and Rapport builder (3.48).

In 12 categories, the faculty ratings were higher than her

self-evaluations (Broad-mmc/ec/; Caring; Clear communicator; Courageous;
Forward looking; Imaginative; Inspiring; Intelligent; Mature; Rapport builder;
Straightforward; and Supportive). The mean rating difference between self-rating
and faculty mean indicated three areas where Vicky's self-rating and the faculty mean
were identical (Competent; Dependable; and Determined). The three most widely
varied ratings between Vicky and faculty were: Diplomatic (5.0 self-rating, 2.29
faculty rating, for a difference of 2.71); Caring (3.0 self-rating, 4.57 faculty rating,
for a difference of 1.57); and Imaginative (3.0 self-rating, 4.57 faculty rating, for a
difference of 1.57).
The faculty importance ranking of these leader characteristics showed that the
survey respondents felt like the following were critical to the success of a principal
(Caring; Competent; Dependable; Ethical; Honest; Lifelong learner and Supportive).
Each of these were rated 5. The overlap of Vicky's importance rank with the
faculty's indicated that there were seven areas that they both considered critical
(Competent; Dependable; Determined; Ethical; Honest; and Lifelong learner; and
Supportive).
After combining the importance ratings from Vicky and faculty members,
three areas were identified as critical as well as major strengths of Vicky's. They
included Competent, Dependable, and Determined.
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Table XXI
Summary of Vicky Miller's Self-Evaluation and Faculty Surveys from the Principals
as Leaders Surveys
Vicky
SelfImportance
Rating
Rank
Ambitious
Broad-minded
Caring
Clear communicator
Competent
Cooperative
Courageous
Dependable
Determined
Diplomatic
Ethical
Fair-minded
Forward looking
Honest
Imaginative
Independent
Inspiring
Intelligent
Lifelong learner
Loyal
Mature
Problem solver
Rapport builder
Self-controlled
Straightforward
Supportive

5.00
4.00
3.00
3.00
5.00
5.00
3.00
5.00
5.00
5.00
5.00
5.00
4.00
5.00
3.00
5.00
3.00
4.00
5.00
5.00
4.00
5.00
3.00
5.00
4.00
4.00

5.00
5.00
4.00
5.00
5.00
4.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
3.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
4.00
3.00
5.00

Faculty (n=6)
Importance
M
Rank
4.71
4.29
4.57
4.29
5.00
4.57
4.39
5.00
5.00
2.29
4.85
4.57
4.85
4.85
4.57
4.85
4.29
4.71
4.85
4.29
4.71
4.57
3.48
4.50
4.57
4.85

4.43
4.85
5.00
4.85
5.00
4.85
3.57
5.00
5.00
4.14
5.00
4.85
4.71
5.00
4.43
3.14
4.29
4.85
5.00
4.57
4.85
4.85
4.57
4.71
4.71
5.00

Mean
Rating
Difference
.29
-.29
-1.57
-1.29
0.00
.43
1.29
0.00
0.00
2.71
.15
.43
-.85
.15
-1.57
.15
-1.29
-.71
.15
.71
-.71
.43
-.48
.50
-.57
-.85

Susan Graham
Demographics and Interview context
Susan Graham has been a principal for two years in a large urban school
system in central Georgia. She was a high school assistant principal before becoming
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a middle school principal and she also worked in higher education prior to this time.
She earned her doctoral degree prior to the principalship. She was identified as
multiracial and was in her early 40s.
The interview with Susan took place in a conference room while school was
in session. We sat at a large table that would seat 10-12 people in the middle of the
room. She sat at the head of the table while I sat on the right side of the table next to
her. On the wall was a white marker-board with schedule information for the school
on it. Student's framed artwork lined the office area. Susan had a notebook with her
and referred to it having her evaluations from her superintendent in it. She did not
show those to me, but made reference to them. She seemed to be nervous at various
times throughout the interview. She did not maintain eye contact through the
interview. Instead she looked up frequently and at the table. She laughed a lot and
said, "I can either laugh or cry about things... [others] would tell you that I have a
good sense of humor, because I like to laugh." (Interview 3, 2001, p.6).
Interview Summary
The following sections provide information about Susan's experiences as a
female middle school principal. The four areas identified from the interview
questions included preparation for the principalship, mentors and role models, gender
issues, and leadership perceptions.
Preparation for the principalship
Due to her reputation of having high expectations and being a strict
disciplinarian, Susan said she was promoted to the principalship. She said, "I like to
have order, but I like to give people the freedom to come up with new ideas.. .being a
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true educator is something that you do constantly" (Interview 3, 2001, p.l). She said
that her focus on teachers and teaching has made her school a better one. Her higher
education teaching experience has allowed her a perspective on education that
included a focus on staff development and helping teachers.
Mentors and role models
Susan has had two mentors, one man and one woman who have been helpful
in showing her how to interact within the Southern culture. Since she was not from
the South, this has been a learning experience. She has had one mentor, "who is the
epitome of a southern belle.. .she helps me to model a more Southern attitude."
(Interview 3, 2001, p.3). Her male mentor was not a native Georgian, so she said that
he was able to relate and help her in a more direct way because they shared common
cultural backgrounds.
Gender issues
Since Susan was a multiracial female, she has faced many cultural issues. She
said, "I think those barriers are because I am a woman, not because of my race.. .but I
think my race was more of a barrier in getting my [doctoral] degree" (Interview 3,
2001, p.2). She talked about how people categorize women differently than they do
men. While undergoing a construction project at the school, she noticed this often.
She said, "even if we're sitting at the meeting and I'm the principal, they will talk
toward the men.. .they assume we don't know a lot of things because we're women."
(Interview 3, 2001, p.3).
While considering her race and gender, she continued to talk about
assumptions others make based on those two categories. She says,

Women School Administrators 172

First of all they don't assume women know anything, and then on top of that,
a black woman, they don't think we know anything. But sometimes you are
just nice, and at other times you put on another hat, if that doesn't work.
(Interview 3, 2001, p.3)
She maintained that gender would always play a role in our society. She said, "I hate
a spineless man like I hate a controlling woman" (Interview 3, 2001, p.8). The
dichotomy of the genders was evident in her perception of men and women.
When asked if she would rather work for a male or female, she quickly said
male, but as she continued to talk, she changed her mind to a woman since, "she
would relate to what I needed better than a man. Men are funny. They are so
egotisticfal], we can get what we want just by stroking their ego.. .1 know the game
and I know how to play" (Interview 3, 2001, p.4).
Leadership perceptions
Susan believed that much of her success was based on how well she organized
the people within the building to work together. She said, "to be a successful leader,
[you must] know your people's strengths and weaknesses and match them with
certain grade levels and people...particularly in middle school when you're putting
teams together" (Interview 3, 2001, p.6). She described her leadership style as
situational. Several emotional situations have taken place this year and she has had to
work to meet the needs of the children and faculty. The Friday before she was
interviewed on Monday, one of the students was shot and killed. It was the fourth
death within the school this year. In these situations, she played somewhat of a
counselor and facilitator role for faculty and students.
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Although she has an open-door policy and relies on other people for answers
and ideas, there are times when she has to be assertive. She said, "sometimes I just
do have to be a bully. I do have that in me. I am, I can be very aggressive and I can
be very opinionated...but I tell my people...focus on what is best for children"
(Interview 3, 2001, p.4). Although she rarely has to say, "I'm the principal and this is
what we're doing," at times she notes that "it is needed" (Interview 3, 2001, p.4).
Others' perceptions of her leadership were being gathered in the form of
surveys produced by the county office. They were being completed at the time of the
interview. She believed her faculty and students were very fond of her and that she
worked well with parents. She said she listened, but did not feel pressured to always
do what parent's request. Her first year as principal, a parent was taken to court for
disorderly conduct at the school. The parent was found guilty and fined. She said, "I
had to take a stand... We don't let our children act like that" (Interview 3, 2001, p.6).
This no-nonsense attitude prevails with staff as well. Expectations for the faculty are
spelled out and followed throughout the year.
She believed that she was viewed as a family person and she likes to be
connected with the faculty in that manner. In order to carry out her duties, Susan felt
like she needed more support. She said,
I think middle school is the most difficult, most difficult.. .Middle school
children don't know which way is up .. .that's just adolescence.. .but I expect
children to pull at me.. .but I'm really kind of tired with the kind of energy
I'm putting out and giving to teachers. (Interview 3, 2001, p.7)
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The demands teachers place on her, emotionally, along with the deaths during the
year appeared to be causing excessive stress. Her nervousness, lack of eye
contact and details about experiences from the school year made this evident.
Principals as Leaders Survey Findings
The Principals as Leaders Self-Evaluation and Faculty Surveys results for
Susan are summarized on Table XXII. There was one major difference between
Susan's perception of her leadership abilities and those perceptions from the faculty.
Self-controlled received a self-rating 3.0, faculty rating 5.0, resulting in a difference
of 2.

In every case, where there was a difference in ranking, the faculty rating was

higher than Susan's.
Susan's self-rating indicated that she saw her major strengths as: Clear
communication, Competent, Dependable; Determined; Diplomatic; Ethical; Fairminded; Forward looking; Honest; Lifelong learner; Loyal; Problem solver; and
Straightforward. She also ranked these characteristics as critical (rating of 5) to the
success of any principal. The least important characteristics of a successful principal,
according to Susan, were Ambitious and Imaginative. She also rated these as minor
strengths of hers. She rated Cooperative and Courageous as critical to the success of
a principal, yet rated these as her minor strengths.
Faculty perceptions of her leadership did not vary greatly from hers. All but
three of the 26 characteristics were rated as major strengths, with a rating of 5. The
other three were rated at 4.43 included: Broad-minded; Imaginative; and
Independent. As for the importance rank of these characteristics, faculty survey
respondents ranked the following as critical (rating of 5): Clear communicator;
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Competent; Cooperative; Courageous; Dependable; Fair-minded; and Forward
looking. Importantly, Susan received ratings of 5 from the faculty on each of these
most highly valued characteristics.
When the self-rating and faculty mean of Susan's leadership were compared,
13 of them are identical, and identified as major strengths of hers. These included:
Clear communicator; Competent; Dependable; Determined; Diplomatic; Ethical;
Fair-minded; Forward looking; Honest; Lifelong learner; Loyal; Problem solver and
Straightforward. Thus, common expectations and perceptions of Susan's leadership
were evident from the survey results.
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Table XXII
Summary of Susan Graham's Self-Evaluation and Faculty Surveys from the
Principals as Leaders Surveys
Susan
SelfImportance
Rating
Rank
Ambitious
Broad-minded
Caring
Clear communicator
Competent
Cooperative
Courageous
Dependable
Determined
Diplomatic
Ethical
Fair-minded
Forward looking
Honest
Imaginative
Independent
Inspiring
Intelligent
Lifelong learner
Loyal
Mature
Problem solver
Rapport builder
Self-controlled
Straightforward
Supportive

4.00
4.00
4.00
5.00
5.00
4.00
4.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
4.00
4.00
4.00
4.00
5.00
5.00
4.00
5.00
4.00
3.00
5.00
4.00

3.00
4.00
4.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
4.00
5.00
5.00
3.00
4.00
4.00
4.00
4.00
4.00
4.00
4.00
4.00
4.00
4.00
4.00

Faculty (n=6)
M

Importance
Rank

5.00
4.43
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
4.43
4.43
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00

4.86
4.86
3.71
5.00
5.00
5.00
5.00
5.00
4.43
4.43
4.86
5.00
5.00
4.43
4.43
4.14
4.43
4.43
4.29
4.29
4.29
4.29
4.43
4.86
4.29
3.71

Mean
Rating
Difference
-1.00
-.43
-1.00
0.00
0.00
-1.00
-1.00
0.00
0.00
0.00
0.00
0.00
0.00
0.00
-.43
-.43
-1.00
-1.00
0.00
0.00
-1.00
0.00
-1.00
-2.00
0.00
-1.00

Teresa Shuman
Demographics and Interview context
Teresa Shuman has been a principal for three years in a suburban area in north
Georgia. Before becoming principal, she served as assistant principal at the middle
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school level. She has earned an education specialist degree. Teresa self-identified as
white and was in her mid-40s at the time of the interview.
Teresa's interview took place in her office while school was in session. We sat
in two chairs with a small table between them. She was eager to talk about her
leadership experience. She was relaxed and shared several personal difficult
experiences throughout the interview. She laughed often about her own feelings and
experiences related to gender.
Interview Summary
The following sections provide information about Teresa's background and
experiences as a female middle school principal. The information is grouped into the
following four categories: preparation for the principalship; mentors and role models;
gender issues; and leadership perceptions.
Preparation for the principalship
In preparation for the principalship, Teresa worked as an assistant
principal for four years at a middle school. Her experiences as an assistant
principal helped her, but she said that nothing really prepared her for the fact that,
"the buck truly does stop with you...and everybody will let it" (Interview 4, 2001,
p.l). Her work on a countywide middle school committee gave her some
notoriety along with a larger view of middle school from a different level.
She maintained there were no barriers in her quest to become a principal.
She said, "that's partly because I came up in [County Y]...where there were 11
middle schools and maybe nine of the middle schools had a woman principal... In
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fact, it seems like you had a better chance if you were female" (Interview 4, 2001,
P-2).
Mentors and role models
She had a female principal who served as a mentor when she became a
principal, and she continues to view her as such. In the beginning, Teresa said,
"she gave me a safety net, it was great" (Interview 4, 2001, p.3). As for role
models, Teresa identified other principals, in general, as being helpful to her in
various ways. She did not elaborate on them.
Gender issues
Teresa said, "I do think there are definite differences in leadership styles
just due to the gender issue" (Interview 4, 2001, p.5). With a staff of primarily
females, she has seen this frequently when comparing the male assistant
principal's relationship with faculty to that of the female assistant principal. She
said, "sometimes just because he's a male and whatever their experiences have
been with their husbands, another boss or whatever, they just don't feel as
comfortable sharing it with a male...We get the long story...and he get[s] the
short version" (Interview 4, 2001, p.6). The male assistant principal had the
responsibility for facilities and the custodians, which follows typical genderdivided tasks (Barrett & Bieger, 1987; Marshall, 1985).
A new school was being constructed to replace the current middle school
facility at the time of the interview. Teresa said that construction and facilities
people often assume she has little or no knowledge of construction. She said,
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I.. .we can deal with facility and construction things too. I think we can
build.. .1 think you don't need to patronize me, I'll do my homework. If I
don't know how to read the blueprints, I'll find out. (Interview 4, 2001, p.3)
She commented that she has learned to deal with that mindset throughout this
building process.
Leadership perceptions
Teresa considered herself to be in a transition phase. She said, "school is
about the kids, but your job is about the teachers. And I want.. .to hold on to that kid
part so much... I'm still not sure if I want to be an administrator when I grow up"
(Interview 4, 2001, p.2). So she frequently interacted with students and missed the
classroom interaction with them. She considered her leadership style to be an eclectic
mix. She said,
if you expect me to lead everything here, and be the all-knowing one to make
every decision, it's not going to happen. Because I don't believe you can run
schools that way, with one person as the omnipotent person.. .1 very much like
leadership to empower teachers to make decisions. (Interview 4, 2001, p.3)
She has enjoyed collaboration with the teachers and administrative team. She saw
herself as the, "type of person who can get to the bottom line quickly... put the cards
on the table and talk about it, up front." She said, "I'm not a good games person,
never have been, never will be.. .it's a charade sometimes and it's lying and deceit
and nobody ever learns from that" (Interview 4, 2001, p.4). Her focus was on
instruction and student learning.
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As for other's perceptions of her leadership, she said, "some people might say
I'm controlling, but I don't think I am...but I like to know what's going on basically
because I don't want to miss stuff (Interview 4, 2001, p.5). She worked in a very
large school system before coming to her current position, and noted the bureaucracy
of it cramped her leadership. She said, "that's one thing I dearly love about working
here, is that you have autonomy to run a school the way it best meets the needs of
your kids" (Interview 4, 2001, p.6). The associate superintendents had been
supportive of her efforts, as indicated through conversations and evaluations.
She surveys the faculty about her leadership each year. But this year, when it
was obvious to the administrative team, the faculty was "becoming unraveled", she
set up several sessions to address their concerns. Although she did not go into
specific details about the reasons for this unraveling, she commented that staff morale
was low and that faculty member attitudes were negative toward the administration.
She confronted the problems with them and said,
somehow in the midst of all this negativity and all, I had this calming effect
that we would get through this storm. And that we would be O.K. We will be
a much better faculty for it, we've just got to get through it. (Interview 4,
2001, p.8)
Since the process continues, she was unsure about the results from the sessions. She,
personally, felt stronger for dealing with the concerns even though it was emotionally
difficult. Her plans for the following year involved the theme, "Come take the
journey with us." Even moving to a new facility, she said, "I've never felt more selfassured about staying the course" (Interview 4, 2001, p. 10).
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Principals as Leaders Survey Findings
The Principals as Leaders Self-Evaluation and Faculty Surveys results for
Teresa are summarized on Table XXIII. There were some differences between
Teresa's perception of her leadership abilities and those perceptions from the faculty.
While Teresa rated 13 of the characteristics as major strengths (rating of 5), the
faculty respondents rated them all lower than 5. Similarly when given an importance
ranking, Teresa listed 13 of them as critical to the success of any principal. Faculty
respondents rated only Dependability as critical, with a rating of 5. All other
characteristics ranked below 5.
The 13 areas in which Teresa rated as major strengths of her leadership were:
Ambitious; Broad-minded; Caring; Cooperative; Courageous; Determined; Ethical;
Forward looking; Honest; Imaginative; Independent; Lifelong Learner; and
Straightforward. She rated herself lowest (rating of 3) in the following areas: Loyal;
Mature; and Self-Controlled. Areas considered critical (rating of 5) to the success of
any principal included: Ambitious; Clear communicator; Competent; Dependable;
Diplomatic; Ethical; Forward looking; Imaginative; Independent; Intelligent; and
Lifelong learner. The overlap between her self-rated major strengths and those
critical to the success of any principal include: Ambitious; Ethical; Forward looking;
Imaginative; Independent; and Lifelong learner. Those areas she considered her
lowest were not part of the critically important list for principals. She evaluated
herself below the level on: Clear communicator; Dependable; Diplomatic;
Intelligent; and Mature.
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Faculty respondents indicated the following strengths as Ethical (4.67),
Intelligent (4.50), Honest (4.33), Ambitious (4.17), and Forward looking (4.17).
Those areas rated as weakest of Teresa include: Inspiring (2.33); Rapport builder
(2.33); Clear communicator (2.67); Diplomatic (2.83); Loyal (2.83); and Problem
solver (2.83). The faculty importance rank of characteristics indicated that
Dependable was critical (rating of 5) to the success of a principal. Following this,
with a rating of 4.83 were: Clear communicator; Problem solver; Rapport builder;
and Supportive. In comparing faculty mean rating and importance rank, there were
several areas in which the faculty rated the characteristic as highly important, and
rated Teresa low on them. These include Clear communicator, Problems Solver and
Rapport builder. There was at least a two-point difference in these ratings, which
indicated that faculty perceptions of her leadership were poor in some areas. Since
they were important to the faculty, yet they did not rate Teresa highly in those areas,
perceptions of her were lower.
There was also a large (1.5) spread between Teresa's view of importance and
her faculty's view of relative importance. For example Loyalty, Self-controlled, and
Straightforward as compared to Ambitious. Ambitious was important to Teresa (rank
of 5) but not to her faculty (rank of 3). Yet, this ties with Forward looking as fourth
highest rating among faculty perceptions of Teresa. Faculty did not view Ambitious
as important, but they did see her as ambitious. Thus, they indicated that she was
what they do not perceive to be important in a principal. (See Chapter VI for further
analysis).
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As indicated from the self-rating and faculty mean, none of the characteristics
were rated the same. The greatest mean rating difference was Cooperative (1.83).
These findings indicated that there were diverse expectations of the principal from
Teresa and from the faculty survey respondents.
Table XXIII
Summary of Teresa Shuman's Self-Evaluation and Faculty Surveys from the
Principals as Leaders Surveys
Teresa
SelfImportance
Rating
Rank
Ambitious
Broad-minded
Caring
Clear communicator
Competent
Cooperative
Courageous
Dependable
Determined
Diplomatic
Ethical
Fair-minded
Forward looking
Honest
Imaginative
Independent
Inspiring
Intelligent
Lifelong learner
Loyal
Mature
Problem solver
Rapport builder
Self-controlled
Straightforward
Supportive

5.00
5.00
5.00
4.00
4.00
5.00
5.00
4.00
5.00
4.00
5.00
4.00
5.00
5.00
5.00
5.00
4.00
4.00
5.00
3.00
3.00
4.00
4.00
3.00
5.00
4.00

5.00
4.00
4.00
5.00
5.00
4.00
4.00
5.00
4.00
5.00
5.00
4.00
5.00
4.00
5.00
5.00
4.00
5.00
5.00
3.00
4.00
4.00
4.00
3.00
3.00
4.00

Faculty (n=7)
Importance
M
Rank
4.17
3.30
3.50
2.67
3.17
3.17
3.50
3.30
3.83
2.83
4.67
3.50
4.17
4.33
3.30
3.67
2.33
4.50
4.00
2.83
3.50
2.83
2.33
3.50
3.50
3.50

3.00
4.00
4.67
4.83
4.17
4.33
4.17
5.00
4.00
4.50
4.50
4.67
4.50
4.60
4.17
3.30
4.17
4.33
4.67
4.50
4.17
4.83
4.83
4.40
4.33
4.83

Mean
Rating
Difference
.83
1.70
1.50
1.33
.83
1.83
1.50
.70
1.17
1.17
.33
.50
.83
.67
1.70
1.33
1.67
-.50
1.00
.17
-.50
1.17
1.67
-.50
1.50
.50
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Leslie Andrews
Demographics and interview context
Leslie Andrews has been a principal for 11 years in a rural area in
southeast Georgia. She was principal at the elementary level for seven years
before becoming a middle school principal. She holds an education specialist
degree. She is white and was in her mid 50s at the time of the interview.
Leslie was interviewed in her office on a "staff field day." I went to the
football field, where she was participating, to find her. As we returned to her
office, she told me about the field day and appeared to be comfortable. Her desk
was full of papers and books. We sat in two chairs, side by side, for the
interview. Dressed in her school T-shirt and a pair of jeans, she was very relaxed
as she talked about her experiences. She laughed frequently and also cried toward
the end of the interview. She said, "female principals cry too" (Interview 5, 2001,
p. 14). She used her hands and voice intonation to place emphasis on her
experiences.
Interview Summary
The following sections provide information about Leslie's background and
experiences as a female middle school principal. Her preparation for the
principalship, mentors and role models, gender issues, and leadership perceptions
were four areas that the interview information was grouped into.
Preparation for the principalship
Like Teresa, Leslie claimed that nothing prepared her for the principalship.
She was the assistant principal in an elementary school when the superintendent
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offered the elementary school principalship to her. After seven years at the
elementary school, she moved to the middle school principalship. She believed that
being teacher of the year for the county had an influence on the attainment of the
assistant principalship. She said her, "integrity and the number one heart for kids"
were qualities that helped her to get administrative positions (Interview 5, 2001, p.l).
She believed, "The success of a school is the culmination of accumulation of the
success between teacher and the teacher's students...the more successful they are, the
more successful the school is" (Interview 5, 2001, p.l). She gave numerous examples
of how student success was honored and encouraged at the middle school.
She explained that, "you can't walk in [the] principal's shoes until you have
been given the principal's shoes" (Interview 5, 2001, p.2). It was the ultimate feeling
of responsibility that surprised her when she first became principal in July of 1990.
Mentors and role models
Leslie's mentor was a man she referred to as the "head honcho" principal. He
often reminded her of her gender by saying, "you know, you're just amongst the good
oF boys." She said, "he was the biggest of the good oF boys" (Interview 5, 2001,
p.3). Although he liked to remind her, she said he was helpful at administrative tasks.
Role models included Leslie's mother and seventh grade English teacher.
They encouraged her and challenged her to work hard. Her sister also provided
encouragement for her throughout school and her career.
Gender issues
When Leslie became principal, she was the only female principal in the
county. There had been one woman principal prior to her, but she had retired from
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the system. Leslie noted that she has had numerous experiences with gender biases
since she has lived and worked in the southeastern part of Georgia, where there have
been few female administrators. She told a deer-hunting story that is quite analogous
to the administration of schools. When she went to her first principal's meeting, the
''head honcho" principal asked how she felt being principal. She said,
Well, I'll tell you the truth about how it feels. I look around here and I'm just
amongst a bunch of good ol' boys. But I've been prepared for this. My
daddy...I used to deer hunt...he'd take me hunting with him. I remember
about 12 years old; we'd get there early for the hunt. The men would gather,
but I had to sit in the truck. But one morning he let me get out of the truck.
The way I feel is that I'm just glad he finally let me get out of the truck
because it helped me prepare. I'm getting out of the truck now. So, here I
am, I can deal with this. (Interview 5, 2001, p.3)
She referred to herself as the "peon at the table" full of male principals and said,
"I may never get to be the top one at the table. Get these males and they're going
to pressure me" (Interview 5, 2001, p.9). Although at one time, in the mid 1990s,
the county had a majority of principals who were female, the males were
dominant at the time of this interview. She was concerned about this backsliding.
She began taking administration classes primarily in order to become
certified as a reading specialist. Her interest in administration initially was very
low. She once told her male principal, "I [do] not fit in with... excuse me, stuffy
fat white men.. .1 don't fit in with that bunch of coaches, former coaches"
(Interview 5, 2001, p. 14). Since that time, she says, "it's almost like principals
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have rank among principals when you get to the principal's table." She
continued, "I've risen in rank. I used to be the peon. I was the one female."
(Interview 5, 2001, p.2). When asked about whether she preferred working for a
man or woman, she shared that she has never worked for a woman. She said, "I
can't think of anybody other than my mother.. .and a female policeman who have
been in charge of me" (Interview 5, 2001, p.13). Although she has taken the
superintendent professional development course, she remained puzzled about the
possibility of working for a female superintendent.
She believed that in some ways men and women differ in leadership styles
and abilities. She said, "we are products of our experiences" (Interview 5, 2001,
p.5) and that her leadership style has changed over the 11 years of being a
principal. She recognized that she patterned her actions after her last principal,
who, "ruled that school with an iron fist" (Interview 5, 2001, p.5). Since that
time, she has worked in a more collaborative manner with the faculty. She said
that women are "weaker in some ways and we are stronger in some ways.. .1
understand the fact that you put family before.. .as much as you love school and
the kids here.. .your biological family comes before the school" (Interview 5,
2001, p.3). She said that men don't necessarily understand that. Since the faculty
was primarily female, she believed it was helpful to have a principal who
understood "female family issues" (Interview 5, 2001, p.3).
Leadership perceptions
Leslie continually self-assessed her leadership. She said, "I do so much
self-evaluation that I think I maybe beat myself up over a lot" (Interview 5, 2001,
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p. 10). She felt like she was effective and was finally building up trust for her,
after four years of being the principal at this school. When she transferred from
the elementary school, she said,
I knew I was coming with a good reputation, but I still had to prove myself,
but I didn't know how much I had to build trust...and I'm still building...It's
like pushing a huge boulder. It's so hard to get it going, but when you get it
going, then you get momentum. And we're speeding up now... finally.
(Interview 5, 2001, p. 10)
Her desire to build a strong faculty was evident in her description of this process.
She said she's an organized person and is willing to help others.
Others perceive her leadership positively. She said the superintendent
respects her and has recently complimented her. She said that this was rare,
coming from him, but that he complimented the schoolwork she has done that
included informing parents about disciplinary situations.
Principals as Leaders Survey Findings
The Principals as Leaders Self-Evaluation and Faculty Surveys results
for Leslie were summarized in Table XXIV. There were some differences
between Leslie's perception of her leadership abilities and those perceptions
from the faculty. The only two areas where Leslie and her faculty rated her
exactly the same were Self-controlled (5.0) and Supportive (4.0).
Leslie indicated that six of the leader characteristics on the surveywere major strengths (rating of 5) for her: Diplomatic; Ethical; Fair-minded;
Honest; Loyal; and Self-controlled. Leslie's lowest self-rating was Inspiring
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(3.00). She rated 24 of the 26 characteristics as critical (rating of 5) to the
success of any principal. Only Straightforward and Supportive received
ratings of 4.0.
The faculty rated Leslie's major strengths (rating of 5) as Mature and
SelJ-controlled. According to the faculty mean, Leslie's lowest rated areas
included: Rapport builder (3.14) and Inspiring (3.50). They also ranked the
following areas as critical (rating of 5) for the success of any principal:
Competent; Ethical; and Loyal. Leslie earned high marks in each of these
areas.
The most similarly rated leader characteristics between the self-rating
and faculty rating were: Self-controlled and Supportive, with mean rating
difference of 0.00. Ambitious and Broad-minded also had a low mean rating
difference of -.14, which indicated that both Leslie and the faculty saw these
characteristics similarly in her leadership. The largest difference in the ratings
of Leslie follow with the mean rating in parentheses behind each: Mature
(1.00); Dependable (-.86); and Rapport builder (.86). For both Mature and
Dependable the faculty rated Leslie higher than she rated herself while for
Rapport builder, Leslie ranked herself higher than her faculty ranked her.
Based on the survey results, it appeared that there were slightly
different expectations about the principal role from the faculty and from
Leslie. The largest mean rating difference was 1.00 (Mature), which does not
indicate large discrepancies between the perceptions of her leadership.
Although she has been principal at this school for 4 years, she expressed the
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difficulty she has had with her more collaborative leadership style when she
talked about getting the boulder rolling. These statistics lend support to that
analogy. With this exception it seemed that both Leslie and her faculty held
very similar views of her performance as principal. And her faculty mean
rating exceeded or was within a few tenths of a point of hers on most
characteristics. Her performance was "on the mark" with her faculty's
ranking on the importance of characteristics also.

Women School Administrators 191

Table XXIV
Summary of Leslie Andrews' Self-Evaluation and Faculty Surveys from the
Princiyals as Leaders Surveys
Leslie
SelfImportance
Rating
Rank

Faculty (n=7)
Importance
M
Rank

Ambitious
Broad-minded
Caring
Clear communicator
Competent

4.00
4.00
4.00
4.00
4.00

5.00
5.00
5.00
5.00
5.00

4.14
4.14
4.57
4.50
4.71

3.66
4.50
4.86
4.17
5.00

Mean
Rating
Difference
-.14
-.14
-.57
-.50
-.71

Cooperative
Courageous
Dependable
Determined
Diplomatic
Ethical
Fair-minded
Forward looking
Honest
Imaginative
Independent
Inspiring
Intelligent
Lifelong learner
Loyal
Mature
Problem solver
Rapport builder
Self-controlled
Straightforward
Supportive

4.00
4.00
4.00
4.00
5.00
5.00
5.00
4.00
5.00
4.00
4.00
3.00
4.00
4.00
5.00
4.00
4.00
4.00
5.00
4.00
4.00

5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
5.00
4.00
4.00

4.71
4.57
4.86
4.71
4.86
4.86
4.43
4.57
4.86
4.14
4.57
3.50
4.71
4.57
4.67
5.00
4.42
3.14
5.00
4.43
4.00

4.71
4.86
4.86
4.71
4.57
5.00
4.86
4.86
4.57
4.00
4.00
4.29
4.71
4.71
5.00
4.33
4.86
4.86
4.86
4.43
4.86

-.71
-.57
-.86
-.71
.14
.14
.57
-.57
.14
-.14
-.57
-.50
-.71
-.57
.J J
-1.00
-.42
.86
0.00
-.42
0.00

Combined Principals as Leaders Survev(s) Findings
The Principals as Leaders survey results were combined for analysis purposes.
Principal self-evaluations and faculty surveys indicated that there are slight
differences in the self-ratings and faculty ratings of leadership characteristics. Table
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XXV shows the summary of principal and faculty ratings of each of the five
principals studied. Due to the excessively small sample size, the power of the t-test
and probability is low, where p< 05. Principals rated themselves higher in seven
categories, while teachers rated the principals higher in 18 categories, with one being
the exact same rating.
Ratings of the Principals
The three most closely rated leader characteristics from principals and faculty
included: Ambitious (p=.99); Fair-minded (p=.92); and Clear communicator (p=.86/
Three characteristics with the least common ratings from principals and faculty
included: Intelligent (p=.03), Mature (p=.17)/ and Courageous (p= 19). Thus, the
remaining 20 characteristics varied in the rating from p=.20 to p=.79. The only
characteristic that was shown to be perceived as statistically significant was
Intelligent (p=.03). (See Chapter VI for further analysis.)
Importance Rank of Characteristics
When principals and teachers rated the importance of each of the
leader characteristics, there was a similar discrepancy between the ratings of
principals and faculty, as shown in Table XXVI. Principals rated the
characteristics higher in 18 categories, while teachers rated eight of them
higher than principals.
The four most common ratings of the importance of the leader characteristics
between principals and faculties included: Broad-minded (p=.98); Mature (p=.82);
Lifelong learner (p=.79); and Honest (.74).
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Table XXV
Summary of Principal Self-Evaluations and Faculty Ratings of the Five Principals
from the Principals as Leaders Surveys

Ambitious
Broad-minded
Caring
Clear communicator
Competent
Cooperative
Courageous
Dependable
Determined
Diplomatic
Ethical
Fair-minded
Forward looking
Honest
Imaginative
Independent
Inspiring
Intelligent
Lifelong learner
Loyal
Mature
Problem solver
Rapport builder
Self-controlled
Straightforward
Supportive

Principals (n=5)
SD
M
4.60
.55
4.40
.55
4.20
.84
4.00
.71
4.20
.84
4.20
.84
3.80
.85
4.40
.55
4.40
.89
4.60
.55
4.60
.89
4.40
.89
4.20
.84
4.60
.89
3.80
.84
4.20
.84
3.60
.55
4.20
.45
4.80
.45
4.60
.89
4.00
.71
4.60
.55
4.00
.71
4.00
1.0
4.60
.55
4.20
.45

Faculty (n=32)
SD
M
4.60
.43
4.13
.49
4.48
.57
4.09
.87
4.50
.77
4.50
.76
.62
4.47
4.58
.72
4.71
.51
1.22
3.85
.14
4.88
4.45
.57
4.72
.35
.28
4.81
4.29
.63
.52
4.50
1.04
3.92
.22
4.78
.42
4.68
.84
4.26
4.64
.65
.86
4.31
1.07
3.69
4.50
.61
.61
4.50
4.47
.68

1
-0.01
0.82
-0.61
-0.18
-0.64
-0.57
-1.44
-0.45
-0.67
1.26
-0.68
-0.11
-1.28
-0.50
-1.04
-0.69
-0.62
-2.63
0.42
0.62
-1.49
0.63
0.54
-0.95
0.28
-0.74

Note. The t-test and probability have low power due to the excessively small sample
size. *2<.05, two-tailed

2
.99
.44
.56
.86
.54
.58
.19
.67
.52
.26
.51
.92
.24
.63
.33
.51
.56
.03
.68
.55
.17
.55
.60
.39
.79
.48
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Table XXVI
Summary of Principal and Faculty Rankings of the Importance of Leader
Characteristics from the Principals as Leaders Surveys

Ambitious
Broad-minded
Caring
Clear communicator
Competent
Cooperative
Courageous
Dependable
Determined
Diplomatic
Ethical
Fair-minded
Forward looking
Honest
Imaginative
Independent
Inspiring
Intelligent
Lifelong learner
Loyal
Mature
Problem solver
Rapport builder
Self-controlled
Straightforward
Supportive

Principals (n=5)
SD
M
4.60
.89
4.60
.55
4.40
.55
5.00
.00
5.00
.00
4.60
.55
4.80
.45
5.00
.00
4.80
.45
5.00
.00
5.00
.00
4.60
.55
5.00
.00
4.80
.45
4.60
.89
4.40
.89
4.60
.55
4.80
.45
4.80
.45
4.40
.89
.55
4.60
4.60
.55
4.60
.55
.84
4.20
.84
3.80
.55
4.40

Faculty (n=32)
SD
M
4.00
.71
4.60
.46
4.60
.51
4.77
3.45
4.78
3.60
.28
4.78
4.52
.63
.11
4.92
4.63
.42
.34
4.61
.22
4.90
4.83
.12
4.81
.21
4.72
.26
4.35
.29
.74
3.92
4.44
.33
4.66
.28
.29
4.73
4.67
.32
.37
4.53
.27
4.75
4.71
.23
4.77
.23
.21
4.50
4.68
.55

t
1.19
0.03
0.59
1.49
1.34
-0.65
0.81
1.53
0.63
2.58
1.00
-0.90
1.96
0.35
0.58
0.93
0.57
0.58
0.27
-0.64
0.24
-0.53
-0.45
-1.46
-1.82
-0.81

P
.29
.98
.57
.12
.25
.54
.44
.20
.55
.06
.37
.42
.12
.74
.58
.38
.59
.58
.79
.55
.82
.61
.67
.21
.14
.44

Note. The t-test and probability have low power due to the excessively small sample
size. *£<.05, two-tailed
Three characteristics with the least common ratings from principals
and faculty included: Diplomatic (p=.06); Clear communicator (p=.12); Forward
looking (p=. 12); and Straightforward (p=. 14). Diplomatic, Clear communicator, and
Forward looking were ranked as more important to the principals than faculties. But
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Straightforward was ranked as more important to the faculties. (See Chapter VI for
further analysis.)
Expectations and Self-ratines
When comparing the 26 characteristics through self-evaluation ratings and
importance rankings, collectively principals met their own expectations with a few
exceptions. The importance rankings from Table XXVI were used as the basis for the
ideal principal according to the five principals. The self-evaluation summary on
Table XXV was used for comparison purposes. Twenty-three of the characteristics
had a difference of less than 1.0 between principals' ideal and their self-ratings. Only
three characteristics had a mean difference of 1.0 between the importance ranking and
self-rating of them. They were Clear communicator, Courageous, and Inspiring. In
each case the principals' importance rankings were higher than their self-evaluations.
Individually each principal had higher importance rankings of some
characteristics than the self-rating. (See Tables XX-XXIV.) Three of the principals
(Susan, Vicky, and Teresa) ranked some characteristics higher under the selfevaluation than the importance rank. These figures indicated that the principals
somewhat overestimated their leadership. They also underestimated some of their
leadership abilities. Cathy and Leslie were the only principals who only gave
themselves lower self-evaluations than importance rankings in areas where there was
a difference between the two.
Expectations and Faculty Ratings
Collectively, faculties gave 18 of 26 characteristics higher rankings to the
importance of a leader than to principal evaluations. Seven characteristics were
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identified as stronger in the principals than they were important to the success of a
principal. These were: Ambitious; Determined; Honest; Independent; Intelligent;
Problem solver; Rapport builder and Szlf-controlled. Straightforward was rated
identically in both areas.
Therefore, overall faculties deemed roughly one-third of the characteristics as
less important, but representative of their principal. All principals, except Teresa,
were viewed highly by their faculties. Expectations appeared to be met and were
fairly consistent between the principal and her faculties. Teresa was somewhat
anomalous, since she was not as highly regarded by her faculty.

Chapter VI
Analysis of the Data

The "female world of schools" that Shakeshaft (1987) studied appears to be
supported by Georgia's female middle school principals through surveys and
interviews. Their described daily leadership styles and actions affirm the speculation
Shakeshaft had about educational administration theory and practice, if women's
experiences and behaviors were incorporated within it. She suggested that the female
world of administration would be characterized by (1) centrality of interpersonal
relationships; (2) teaching and learning as the major focus; (3) the importance of
building community; 4) the marginality of daily work life.

Thus, this study affirmed

these ideals as the five principals have described.
In the previous chapter, data was presented from the survey instruments and
the interviews. There were several analyses conducted for this study. A thematic
analysis of the data collected from principals during interviews concerning
perceptions of the principal's leadership was conducted. Themes threaded through
the data, from principal and faculty surveys, were also analyzed with similarities and
differences noted.
Principals as Leaders Self-evaluation and Faculty Survey Ratings
Principal Ratings
Analysis of the Principals as Leaders Surveys indicated some slight
differences between the self-evaluation and faculty evaluations of the principals.
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Overall faculties tended to rate the principals higher than did the principals. Due to
the excessively small sample size of principals, the power of the t-test was low. Table
25 shows the summary of principal and faculty ratings of the five principals studied.
Principals rated themselves higher in eight categories, while teachers rated the
principals higher in 18 categories. There was one characteristic, Intelligent (p=.03),
that was rated statistically significantly between the principal and the teacher ratings,
while teachers gave the higher ranking. The other two most diversely rated
characteristics were Mature and Courageous. Faculties had higher mean rankings in
all three of these categories than did the principals. This data contradicts the common
perception that women are not considered strong leaders. The underrepresentation of
women in administration has been "fostered through a series of myths: a) women
don't have what it takes, and b) women lack support of teachers and the community"
(Tyree, 1995, p.2). The survey findings from this study negate these myths for this
sample of female middle school principals in Georgia. The support of teachers and
high ratings shown through self-ratings and faculty ratings indicated these women, in
general, were strong and effective principals. Four of five principals received
extremely high ratings, while one was given weaker ones.
Principals and teachers rated the principal most similarly in the following
categories: Ambitious (p=.99); Fair-minded (p=.92); and Clear communicator
(p= 86). (See Table XXV, p. 193.) Both groups rated Ambitious exactly the same.
Ambitious denotes assertiveness, which historically has been considered a male trait
(Marshall, 1985). Fair-minded and clear communicator are somewhat related to
being unselfish and people-oriented, commonly related to female traits (Marshall,
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1985). In order to be successful, some women adopt both masculine and feminine
sets of characteristics because expectations of principals require a mix of gender traits
(Marshall, 1985; Mertz & McNeely, 1998; Shakeshaft, 1989). Women often attempt
to be resocialized by developing the skills needed to gain entry into the maledominant culture of school administration (Duncan, 1993; Pigford & Tonnsen, 1993).
As indicated in the survey results, the principals were considered to have both types
of traits incorporated into their leadership as principal.
Such data supports the notion of multiple sex continuum Marilyn Frye (1983)
suggested. Within this theory, each person has some attributes from each category,
male and female, regardless of the sex of the individual. This mixture of traits
appears evident for the middle school principals in this study. Boundaries between
masculinity and femininity do not appear to be major constructs of gender when
considering this multiple sex continuum.
Self-evaluations
As Gilligan (1982) found, women tend to judge themselves in relation to
others. These women principals were rating themselves against the list of admired
leader characteristics. In doing so, they compared their strengths to an ideal of "other
principals." This may have caused them to rate themselves more critically than
teachers rated them. Since many of the characteristics were stereotypically masculine,
the female principals may have compared themselves to "other" male principals who
demonstrated those traits in a stronger manner. This is an example of an oppressive
feminine practice. Due to women's traditional dependence on men and men's
perceived protective role for women, freedom has become limited for many women
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(Tong, 1993). Therefore when self-evaluating, women face social forces that may
impact their judgment.
There was not one category where all five principals rated themselves at the
highest level (rating of 5). But the combined eight highest rated characteristics were:
Lifelong learner (4.8); Ambitious (4.6); Diplomatic (4.6); Ethical (4.6); Honest (4.6);
Loyal (4.6); Problem solver (4.6); and Straightforward (4.6). (See Table XXV.)
Comparing these characteristics to Table I (p. 9), admired leader traits along with
traditional female and male virtues, these women identified their strengths as more
masculine ones. One characteristic, Loyal, infers more supportiveness and
unselfishness, which were listed under female virtues on Table I. The other highestrated characteristics were associated with being objective and working hard. (See
Table XXV.)
The lowest rated characteristics found through self-evaluation were: Inspiring
(3.6); Courageous (3.8); Imaginative (3.8); Clear communicator (4.0); Mature (4.0);
and Rapport builder (4.0). This could be related to the cognitive dissonance some
women encounter (www.m-w.com/cgi-bin/dictionary). Whereas women may hold
imaginative and inspiring ideas and plans, they may struggle to communicate them
within the male-dominated language system. Tannen suggested that communication
was a series of negotiations in which people struggle to maintain dominance (1990,
p.24). These principals may have felt that they still struggled to maintain clear
connections with others.
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Comparative principal evaluation analysis
When comparing the Principals as Leaders self-evaluation surveys, there were
some differences in their self-ratings. (See Tables XX-XXIV.) Using a Likert scale
of 1-5 (5 indicated a major strength, 3 indicated Average, and 1 indicated major
weakness), the spread of self-ratings was noteworthy. For example, Cathy and Susan
rated their leadership characteristics highly. Cathy gave herself ratings of 5,
indicating major strengths, in all but five areas. Those areas received a rating of 4.
Susan rated herself with 5s in 13 areas while 12 of the others received 4s and one
received a 3 rating.
Leslie rated the strength of her leadership characteristics primarily as 4s.
Nineteen of them were given this rating. Five of the areas she gave a self-rating of 5
and one area was given a rating of 3.
Teresa and Vicky each rated themselves somewhat lower. Teresa gave herself
three 3s and 10 4s, with the remaining 13 being 5s. Vicky rated herself with six 3s
and six fours. The remainder of the characteristics were rated a 5.
The principals indicated varied levels of importance of each characteristic
also. (See Tables XX-XXIV.) While Cathy and Leslie rated each of the
characteristics extremely high, the other principals did not value them quite as highly.
Cathy ranked every characteristic as critical to the success of any principal. Leslie
ranked all but two as critical. Vicky, Susan, and Teresa each had two to three of them
ranked as a 3 (useful) and about half of the remaining ones divided between critical
(rating of 5) and very important (rating of 4). These data indicated that expectations
of a principal varied among these women principals. Cathy and Leslie had been
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middle school principals longer than the other women, which may have had an impact
on their higher rankings.
Faculty Evaluations
Overall, principals were rated higher by faculty members than by themselves.
Nogay & Beebe (1997) and Hudson & Rea (1996) found that women were generally
rated higher than men on comparative leader qualities. They also found that
perceptions of principals varied due to their gender, with women generally considered
more effective leaders. The following characteristics were rated by faculty as the
highest for the principals studied: Ethical (4.88); Honest (4.81); and Intelligent (4.73).
All of these were rated higher by teachers than the highest self-rated characteristics of
principals. These three highest rated characteristics center on the concept of doing
what was "right." Intelligence has historically been associated with hard work and
continual learning. All five principals were favorably rated in these areas. (See Table
XXV, p. 193.)
The lowest rated principal characteristics found through faculty surveys were:
Rapport builder (3.69); Diplomatic (3.85); and Inspiring (3.92). These characteristics
may be perceived as weaker because of varying leadership styles (Marshall, 1985;
Pattersonri, 1994).
All of the schools studied had previously been led by males. Two of the
principals described the former male principals at the school as ones who followed
the "factory model" of management (Tyack, 1974). None of the principals described
their own leadership style in this manner. The characteristics, inspiring and
diplomatic, tend to be valued in situations of top-down management style (Tyack,
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1974; Marshall, 1985). The low rating for rapport builder may be reflective of the
principals' comments about the difficulty some have experienced when trying to get
teachers to collaborate. This was an area in which three of the principals said they
were continually working.
Principals as Leaders Self-evaluation and Faculty Survey Ratings of Leadership
Quality Importance
Table XXVI, on page 194, indicated the importance of each of the leader
characteristics as rated by principals and faculty. Of the 26 characteristics, 18 were
rated higher by principals and eight were rated higher by teachers. No characteristics
were found to be statistically significant (p<.05). Diplomatic (p=:.06) showed the
largest difference between the mean rating of principals and faculty. The principal
mean was 5.00 while teachers rated its importance as 4.61. Principals believed that a
diplomatic or tactful manner was critical to their success, while faculty perceived
diplomacy as less important. In having done the principal job, these five women have
lived experiences that effect their ratings on this survey. Based on interview
information, duties and responsibilities of principals included a wide span. Their
expertise at being diplomatic in the varied situations was important and discussed as
being important.
Three additional characteristics were diverse, but the difference was not rated
as significantly important. They were: Clear communicator (p= 12); Forward
looking (p=.12); and Straightforward (p=.14). Principals rated the importance levels
slightly higher for the first two of these. These may be areas difficult for faculty
members to fully observe. Communication, including being straightforward, with
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each of the teachers and actions that indicated looking into the future tend to be
isolated from a principal's full job responsibilities. Without the total picture of a
principal's job, it appeared logical that principals would rate the characteristics
somewhat higher than that of faculty.
The most similarly rated characteristics included: Broad-minded (.98); Mature
(.82); and Honest (.74). Principals rated each of these characteristics slightly higher
than did teachers. Each of these characteristics related to being open and not selfish.
Expecting principals to have these characteristics was considered important by
faculties to the success of their leadership.
Principal ratings of importance of leader characteristics
When evaluating the importance of the leader characteristics, the five
principals gave six of the 26 leader characteristics the highest possible rating (rating
of 5). These included: Clear communicator; Competent; Dependable; Diplomatic;
Ethical; and Forward looking. There was not much variance between the highest and
lowest rated characteristics. The six lowest rated characteristics were:
Straightforward (3.8); Self-controlled (4.2); Caring (4.4); Independent (4.4); Loyal
(4.4); and Supportive (4.4).
The "ethic of care" that Gilligan (1982) described may have an impact on
these ratings. Gilligan found that women struggle with the ideologies of separation
and attachment. Because attachment, or the "ethic of care," has been more commonly
related to females, it has not been valued like the "ethic of responsibility" (Gilligan,
1982, p. 164). Therefore, people may not value the importance of care in school
administration. From the six lowest rated characteristics, half of them were more
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commonly related to femininity. These included caring, loyal and supportive. Table I
(p.9) shows admired leader traits along with female and male virtues. Loyalty may be
paralleled to faithfulness to family, much like a mother. Comparing items from the
survey with them, some patterns emerge. From the highest importance rankings, only
one characteristic, dependable, was more related to traditional female traits.
Similarly, self-control and straightforward both relate to the regulation of emotion.
Principals did not value those characteristics as highly as the traits that were more
common to the male virtues.
As self-ratings were given, principal perceptions involved their actions as well
as their desired characteristics as leaders. For all of the principals, ratings of their
major strengths were highly correlated to the importance level of the characteristic.
Faculty ratings of importance of leader characteristics
When rating the importance of the leadership characteristics, teachers
collectively rated eight of them higher than the principals. (See Table XXVI, p. 194.)
There was not a great deal of variance between the twenty-six characteristic ratings.
The highest-ranking characteristics were: Dependable (4.92); Ethical (4.90); and
Fair-minded (4.83). But the lowest rated characteristics were: Independent (3.92);
Ambitious (4.00); and Imaginative (4.35). These characteristics were not genderspecific or specific to the current principal since the question was "How important is
this characteristic for success of any principal?" But since the teachers were presently
working for a female principal, they may have considered the importance of the
characteristics to her, specifically. This may also be a limitation of this study.
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The highest ranking characteristics; Dependable, Ethical, and Fair-minded are
concurrently related to maternal characteristics. Sara Ruddick (1989) noted that
since women were often mothers, society has maternal expectations for them. In
efforts to adapt to social and maternal expectations women tend to strengthen these
three characteristics.
Since the lowest three characteristics denote confidence, they tend to be more
commonly associated with males. Teachers may have viewed them as such.
Perception can often be confusing as demonstrated in this note that was received from
one teacher along with the survey saying,
unless 'ambitious' is defined as a good thing or a bad thing, then weakness or
strength don't [sic] give you any information. If a principal is very ambitious,
some folks would see that as a weakness and others could see it as a strength.
(For what it's worth, 2001)
Also faculty perceptions were considered to be primarily based on the principal's
actions. The saying, "actions speak louder than words," holds merit when evaluating
someone else's characteristics. The interpretation of these actions and judgment of
them together produced an assessment. Dialogue with the principal also adds to the
perception of her. Four of the five principals talked about asking faculty members for
assessment of their leadership. Such informal invitations allow faculty perceptions to
be heard.
The incongruity between the stereotypical female role and the leader role
causes the expectation that women possess masculine traits in order to be effective.
When factoring in the social construction of gender along with the patriarchal
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structure of schools and society, this finding is not surprising. Women utilize
masculine behaviors in order to overcome the feminine stereotype. The female
principals were found to demonstrate a higher degree of masculine traits than did their
female teaching counterparts in their study (Barrett & Bieger,1987). In order to be
effective, women in leadership positions must behave in a manner often considered to
be masculine, such as being assertive or aggressive.
From the surveys it seemed these five women principals included traditionally
masculine qualities into their leadership style, according to faculty evaluations.
Women who were psychologically androgenous may also be the ones who pursued
leadership roles. Table XXV (p. 193) shows that principals rated themselves higher
overall on masculine traits than the faculty rated them. There was a balance of ratings
between principals and faculty evaluations between the feminine characteristics. As
far as importance of the leadership traits, Table XXVI (p. 194) indicates that the
faculty ranked the characteristics that tended to be more feminine higher than did the
principals.
The gender binary that Marilyn Frye (1983) refuted may help to explain this
division in perception. Once women work in a male-dominated profession, such as
the principalship, they are faced with a better understanding of the value of
incorporating masculine behaviors at some times. The ability to view the continuum
of gender as one in which multiple sexes are present, regardless of an individual's
sex, allows women to operate with multiple gender attributes.
Conclusion
Based on the surveys, the principals and faculty survey respondents showed
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some differences in expectations and evaluations of the principal. Although the
collective faculties value both feminine and masculine leadership traits, the principals
ranked the majority of masculine traits as more important. Collectively faculties also
rated their principals higher than did the principals.
Individually, the principal ratings and importance rankings of the leadership
traits, tended to indicate a pattern. Perceptions by the principals about their leadership
abilities tended to match the importance ranking given to each. For example, when
Ambitious was deemed to be important to the success of any principal, it was also
given a high rating on the principal self-evaluations. If it was not deemed important,
then the self-evaluation was not given as high a ranking either. On the survey, these
were presented with the self-rating first and the importance ranking second. The
order of this may have influenced the markings.
For faculty ratings of the principal, there was an incongruent pattern between
the principal rating and importance rank of each of the leader traits. In comparison
faculties gave principals higher ratings than importance ranking of the trait in six
areas: Ambitious; Determined; Honest; Independent; Intelligent; and Mature. In
conjunction with Table I (p.9), these traits relate more to masculine virtues than
female virtues. Faculties indicated that their female principals showed more of these
traits than they believed to be important to the success of a principal.
Interview Analysis
Thematic analysis provided sets of commonalities among middle school
principal interview data.
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Self-descriptions of Leadership
The female principals described being leaders in similar ways. They all saw
themselves as strong leaders who often vary their leadership style to fit a given
situation. Although two of the principals expressed reluctance to talk about
themselves, for fear they would sound "egotistical," they did so. Three out of the five
principals said they were not controlling, and looked at this kind of leader as
ineffective. Cathy said, "I never want to control. I want you to do something because
you believe it's the right thing to do, not because Cathy wants you to or made you do
it" (Interview 1, 2001, p.5). Two of the women described themselves as "the boss"
and explained how they had to be strong for their faculties.
Openness and fostering relationships were two of the most common themes
running through the five interviews. Although the Principals as Leaders surveys
indicated that principals had a low rating in being rapport builders and clear
communicators, they talked a lot about their day to day experiences with it. (See
Table XXV, p.193.) This incongruity of data demonstrated how difficult it was to
rate someone on a scale of 1 to 5 and to verbally give details that support such
assessment. One of the principals, Susan, was given a rating of 5 by the faculty,
which indicated that clear communicator was a major strength of hers. (See Table
XXII, p. 176.)
Four out of the five women said they had an "open door policy" and that they
encouraged people to come and talk to them about concerns. Sergiovanni's research
(2001) indicated that paying attention to parents, teachers and students creates
effective schools. The fifth principal also said she was glad when people were open
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and honest with her. Faculty members and parents were mentioned as groups of
people who often took advantage of this open door policy.
The female principals richly described their leadership styles with a large
emphasis on collaboration and teamwork. Gilligan (1982) found that women tended
to highly value relationships and caring for others. The importance of caring for
others was repeated throughout the interviews. But it was given one of the lowest
importance ratings on the principal surveys and self-evaluations revealed that it was a
minor strength for the women overall. (See Table XXVI, p. 194.) Caring on a list of
characteristics was considered different from caring in relationships. So although the
principals appeared to be caring individuals, there were other characteristics on the
survey believed to be more important to the success of a principal. They could also
be disidentifying with such an overtly feminine characteristic, caused by cognitive
dissonance.
Every principal discussed the concept of forming and strengthening teams.
The relational issues of working together, collaborating, building rapport, and
bonding were frequently discussed. Again, on the Principals as Leaders surveys,
rapport builder was rated as one of the lowest characteristics demonstrated by the
principal through self-evaluation and faculty surveys. (See Table XXV, p. 193.)
Although this was an area in which three principals rated themselves higher than their
faculty rated them. Cathy, Teresa and Leslie rated themselves higher than their
respective faculties in this area. Gupton (1996) described the need for increased
integrative leadership styles in schools. By building collaborative situations, these
principals described their need to integrate various leadership styles. In middle
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schools, most faculties are organized into two to five-person teams. Groups of
students then rotate between these teacher team members for instruction. Within a
school, there may be multiple teams at each grade level. This gives students a sense
of family and teamwork while they are at the adolescent stage (Carnegie Council on
Adolescent Development, 1989; Lounsbury, 1991; NMSA, 1992). This was common
in Georgia at the time of this study. Although this was one type of "teaming,"
principals talked more generally about collaborating with administrative teams,
school improvement teams as well as entire faculties.
Administrative teaming involves the principal and assistant principal(s).
Teresa described their administrative team when she said, "we work really hard to
make a team... we definitely have our strengths that compliment each other and help
minimize our weaknesses" (Interview 4, 2001, p.4). She explained how this team,
with two assistant principals and herself, serves as a consulting group in most
situations. Vicky took the administrative team on a retreat mid-way through the year,
where plans and evaluations of leadership were made. Not only did they plan and
work, but the bonding between them was heightened and valued.
School improvement teams often served as leaders for the entire school. They
were widespread in Georgia and have become formalized structures within schools.
Through the interviews I found that the responsibilities of these teams vary depending
on the county and principal expectations. Vicky shared that the improvement team in
her school also reads research and professional journals as a way to stay current. In
an attempt to minimize "bitch and gripe sessions," she added professional readings as
part of faculty planning (Interview 2. 2001, p. 10).
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The benefits of being "one big strong team," as Cathy described it, were
numerous for a school. Susan said, "I don't understand... why a lot of them don't
understand the concept of team... I have a problem with that... because I'm a real team
player" (Interview 3, 2001, p.7). All five of the principals encouraged faculties to
work together for the common good of the students. Two of the principals were
working in schools where two or three faculties have joined together, through
consolidation, to form one faculty. This had created difficulties in fostering the
teamwork attitude, since each group wanted to hold on to its previous identity. But
the goal of strong teams continued. Cathy said, "They've got to all stay together to
make it, to survive." About schools without strong leadership she said, "Where there
are really strong-knit faculties, it's because they've had to be... You bond together
because of [lack of] leadership, they had to" (Interview 1, 2001, p.7). She and Susan
were working to improve the relationships among the faculty and administration due
to these situations. Teresa said, "I guess I go back to that trite saying 'it takes a village
to raise a child'" (Interview 4, 2001, p. 10).
The relationships described were similar to those within a family unit.
Ruddick found that women tend to be more "holistic, open-ended and field
dependent" than men, when faced with dilemmas (1989, p.89). Each principal
described her desire for stronger bonds between the faculty in order for the school to
be more successful. They also expressed frustration with some teachers due to their
lack of understanding about teaming. Since middle schools were largely built on the
notion of teamwork and building a community for learning, assumptions were made,
by principals, that this was already an integrated working relationship. All five
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principals talked about their ongoing struggle for this to become part of the working
alliance between all faculty members. They were field-dependent on others within the
school setting in order to see progress in this area (Ruddick, 1989).
Leadership was viewed as the broad and major force behind their role. They
did not mention managing or administrating, but leading their schools. This has been
a difference between genders in the literature. Men tend to see the principal position
as that of manager whereas women tend to see it as a facilitator role (Doud & Keller,
1998; Tyack, 1974; Helgesen, 1990). All five principals shared their belief that
leadership was a major key to improving schools. Cathy said that before she began as
principal at her first school, "They were begging for leadership to be there.. .They
believed in me" (Interview 1, 2001, p.l). Vicky said, "I am a natural leader. I've
always emerged in leadership positions" (Interview 2, 2001, p.l). But the principals
also discussed having to prove themselves in order to be trusted. Marshall found that
"a woman must prove herself before she is given opportunity" (1979, p.242).
Principals certainly added validity to this statement from their lived experiences.
One example of principals feeling this need to affirm her leadership was given
by Leslie. She left an elementary school as principal to move to the middle school.
She was surprised at the amount of work she has put into "proving herself." She said,
"I knew I was coming with a good reputation, but I still had to prove myself. But I
didn't know how much I had to build trust and I'm still building...it's a slow tedious
process. You just lumber along" (Interview 5, 2001, p. 10).
As Adler, Laney & Packer's research indicated, "external structure is resistant
to internal pressure" (1993, p. 132). Such structure depends on subordination. The
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female principals reported having a sense of this structure. They called it "playing the
game" of leadership. Besides being qualified and hired for the position, the political
and gender games became factors in the principal's day to day actions. Susan said, "I
know the game. I know how to play... I do what I need to do to do my job" (Interview
3, 2001, p.4). All five of the women gave examples of having to act different at
times, because of gender. But they did not see that as problematic, just part of the
"game" to get the work done. This may be similar to Ruddick's notion (1989) that the
dilemma between femininity and adulthood forces the "good woman" to be less
assertive. Similarly, female principals are forced to be less "feminine" to be a "good
principal" (Curry, 2000; Marshall, 1985; Smulyan, 2000) Instead of standing firm,
these women tended to bend somewhat in order to avoid possible negative
consequences. Thus, they played the game. Susan commented that she was often
"just nice, and at other times you put on another hat, if that doesn't work" (Interview
3, 2001, p.3).
Two others made similar comments. As they described their leadership, they
recognized that others may perceive it differently. As an example, Vicky said, "I
think I am firm and some of them might perceive it as stubborn" (Interview 2, 2001,
p.9). She also said that one of her superordinates saw her as "professional...
bright.. .and aggressive when I needed to be," while another saw her as
"pigheaded... stubborn, obstinate" (Interview 2, 2001, p. 10). All of the women were
aware of the delicateness of perception.
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Common Actions Described by Principals
There was a picture in one principal's office that read "Leadership is action,
not position." And through the interviews, it was repeatedly clear which actions these
female principals carried out. The five principals' discourses about their actions as
principal were largely focused on the people within the school, namely teachers and
students. All five principals reported being student-centered or child-focused. They
talked a lot about their goal of helping "kids." Teachers were also cited as being
helped, with the main intent of that assistance being a benefit to children.
As the role of principals becomes more student-centered, the value of feminist
and feminine leadership increases. Due to socially constructed gender traits, women
tend to possess strong people-skills and value relationships. Student-centered schools
would allow and encourage such traits to be practiced and valued by others. The
question about the impact of role vs. gender in a principalship has widespread effects.
Mertz & McNeely (1995) found that the "role" of principal may be a more important
determinant of behavior than gender. Discourse about leadership from the five
women principals indicated that, in many ways, their role as principal has been
effected by their femininity. At times, though, they felt it necessary to demonstrate
more masculine traits.
Discourse Analysis
The language the principals used also revealed their struggle to balance the
feminine and masculine traits within their role as principal. As the women described
their backgrounds and experiences as principals, they often contradicted themselves.
Sometimes it appeared that they were uncomfortable talking about their femininity.
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At other times, it seemed that they wanted to show that their femininity guided their
leadership, but that the masculine expectations of the principalship may have been the
guide.
Body language
The body language from all five principals was noteworthy. For emphasis,
hand gestures and eye contact were the most commonly used motions by the
principals. At times there were contradictions between the body language and spoken
words. Although the principals, in general, seemed to be comfortable during the
interview, they often leaned forward and talked in almost a whisper when telling
about gender-related experiences. The tape player was positioned between us, so they
were aware that their story could and would be heard. They may have been trying to
be quiet about these issues so that others around would not hear them. But in all but
Cathy's interview, interviews took place in offices with the doors closed. This may
have indicated that such issues have not been talked about or shared with others in
their respective schools.
These gestures were consistent with the verbal messages in some ways. The
women were working in historically masculine positions of principal. All five
principals indicated that they "play the game" of being principal in masculinized ways
and in doing so, at times, act in unnatural ways. These attempts to cover these issues
up or quieten them during the interview may be an outward example of this.
Cognitive dissonance often causes such behaviors. These principals appeared to have
"incongruous beliefs and attitudes held simultaneously" (www.m-w.com/dgi-vin/dictionarv^
about their role as a woman and as a principal.
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Us vs. them
Principals described their faculties, students, parents, and supervisors at times
as part of "us" which indicated inclusion of the principal in those groups. At other
times principals referred to these groups as "them," which indicated a separation of
the principals from the groups.
All five principals talked about the importance of having strong relationships
with teachers, students, parents and supervisors. Collaboration with teachers was
described as highly valued by the principals, yet their respective faculty ratings in
rapport builder were not strong on the Principals as Leaders faculty surveys.
Contradictory descriptions of leadership occurred also. For example, Cathy said, "I
lead by coaching and modeling...! believe in building teams" (Interview 1, 2001, p.3)
when talking about her faculty. A little while later she said, "I run that school.. .I'm
the boss" (Interview 1, 2001, p.4) when talking about the relationship with the county
office. In Cathy's situation, she considered herself as part of the school's faculty and
student body, but distant from those educators outside the campus boundaries, like the
county office.
Likewise, Susan talked about telling her faculty, "you are the experts, I don't
have all the answers. We're in this together" (Interview 3, 2001, p.4). Yet at times,
with teachers she said, "sometimes I just do have to be a bully. I do have that in me"
(Interview 3, 2001, p.4). This comment was made when talking about the times when
teams could not come to consensus about decisions. She continued on and said, "very
few times that I say 'I'm the principal and this is what we're doing'" (Interview 3,
2001. p.4).
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There were times when the principals also distanced themselves from the
teachers. When restructuring Vicky's school because of the large population, teachers
viewed options differently than Vicky. She said, "one of the concerns some of the
teachers has was that there'll [sic] be competition between communities. And I'm
thinking, 'that's good'. But that's not what they were thinking" (Interview 2, 2001,
p.9). In Vicky's eyes, the job of organizing the school was her duty, while teachers
were simply asked for input on administrative ideas.
The educational rhetoric of collaboration, empowering teachers and asking for
input by those in authority often clouds the perception of principal duties. The five
principals were all verbally supportive of these concepts, but appeared to have
different ways of making decisions other than through faculty involvement. Based on
comments like, "some people say I'm controlling, but I don't think I am...I like to
know what's going on basically because I don't want to miss stuff (Interview 4,
2001, p.5), and, "there are some things that are just non-negotiable issues and you [the
principal] just have to call it" (Interview 5, 2001, p.6) indicated a split between
leadership desires and styles. The element of trust may be missing in situations such
as these. So although collaboration and input from others was valued by the
principals, it was evidently not assumed to be carried out consistently.
Athletic language
The athletic language used to describe being a principal was interesting.
Principals said they ran the schools, played the game, and were up for the challenges
that faced them. Teamwork dominated a lot of the energy and focus they had for the
schools. They sounded like coaches sometimes, even those who had not previously
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coached. Perhaps this was an important part of the desire of education leadership.
Similar findings were made by Shakeshaft (1989) who determined that "athletic
directors and coaches are thought to be able to discipline. There was no evidence to
support these conclusions, but this belief has been used repeatedly to justify hiring a
man and not a woman (Shakeshaft, 1989, p.70).
These principals' school season was ending when they were interviewed and
they all appeared to be ready for a half time break. Their determination to be strong
leaders and to face difficult gendered situations almost sounded like fuel for their
bodies. In their quest to become leaders, their femininity has not been lost. But it
often was displaced when a more masculine demeanor seemed more socially
appropriate.
Discourse about leadership styles of individual principals
Cathy Johnson
As Cathy Johnson described her leadership, she used many words that had
reference to athletics. She was a former coach, and said, "I lead by coaching and
modeling" (Interview 1, 2001, p.3). She appeared to understand the dichotomy
between the perceptions of male and female leaders. She said, "a strong female.. .just
really intimidates people, so you have to act accordingly... You definitely have to do it
as a 'female leader'" (Interview 1, 2001, p.3). According to Cathy, she has a warm
and caring side of her and also a very strong tough one also. Through this language, it
appeared that she believed she embodied the masculine as well as the feminine
characteristics of a leader. Her survey self-evaluation reflected this also.
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Vicky Miller
Vicky Miller was somewhat apprehensive when talking about her leadership
abilities. While she said, "I'm very collaborative.. .1 don't begin to think I know
everything.. .That's something I've had to learn.. .it's been very hard for me to
accept" (Interview 2, 2001, p.4). Many of her answers were based on "academics"
instead of lived experiences. When asked what prepared her for the principalship, she
said, "the coursework in my doctoral program definitely prepared me" (Interview 2,
2001, p.2). She also gave teachers professional books and articles to read to
encourage them to stay current with research. She did not offer personal descriptions
about her leadership.
She talked frequently about athletic events when talking about gender issues.
Although she attended numerous events, she continued to feel pressure about being a
woman in a perceived "man's world." She said, "I think some situations are harder
for me.. .and that's just probably my personality. But I put that barrier there, I guess,
because I'm female" (Interview2, 2001, p.5). Taking the blame for this barrier, Vicky
neglected the impact of socially constructed gender roles on her.
Susan Graham
While listening to Susan Graham talk about her leadership, a few common
themes were noted. She described her leadership style as situational. Thus adapting
to different roles within the school and between groups of people allowed her to meet
the needs of children and faculty. She said, "I like to have order, but I like to give
people the freedom to come up with new ideas" (Interview 3, 2001, p. 1). Susan
offered the statement, "I hate a spineless man like I hate a controlling woman"

Women School Administrators 221

(Interview 3, 2001, p.8). Examples were given that depict her as an assertive
principal, but not controlling in her evaluation. She took a parent to court for
disorderly conduct in the school, nonrenewed a teacher, reprimanded the custodians
prior to our interview and was confident there were other "challenges" waiting for her
to deal with at the conclusion of our interview. "Challenges" referenced the students
(Interview 3, 2001, p.8).
Her leadership style description was adapted to the situations around her. She
talked about the faculty needing to be more independent. With the four deaths of the
students and adults this year, she said she had to "counsel the faculty" (Interview 3,
2001, p.3). She continued and said, "I can do whatever it needs to be...I like for them
[faculty] to take care of it.. .because I think a sign of a good principal is that they can
operate without me being here" (Interview 3, 2001, p.4). This distance from faculty
seemed like a desirable goal for her. She said, "I'm really kind of tired with the kind
of energy I'm putting out and giving to teachers" (Interview 3, 2001, p.7).
Teresa Shuman
When asked about Teresa's leadership style, she said it was an "eclectic mix."
Basically from the examples given, this incorporated empowering teachers but
making some decisions administratively. She said, "I'm not a good games
person,...it's a charade sometimes and it's lying and deceit and nobody ever learns
from that" (Interview 4, 2001, p.4). She said, "as painful as it is, you've just got to
say 'this is the way it is, this is how we're handling this situation'.. .But I've
learned...that you can say the same thing differently...! find ways to couch it and

Women School Administrators 222

round the comers" (Interview 4, 2001, p.4). Teresa did not appear comfortable being
the decision maker, but was "learning to accept it", she said (Interview 4, 2001, p.4).
Interestingly when asked about barriers to women in administration and
whether race was a factor in the decision of hiring principals, she said she had not
seen them. She said, "it seems like you had a better chance [at becoming a
principal]... if you were female" (Interview 4,2001, p.2). The only gender barrier she
cited was in working with construction workers and business partners. She did not
elaborate on these experiences.
Leslie Andrews
Leslie Andrews' language about leadership was rich with analogies and
stories. She had been a principal for 11 years, and referred to the "good ol'boys"
frequently. Her leadership style centered around "cheering with them [faculty]"
(Interview 5, 2001, p.5). Also Leslie tried to keep a balance of positive and corrective
memos to the faculty. She said, "if you don't fix the leaky faucet, the leak just gets
bigger" (Interview 5, 2001, p.5). She said that individually correcting problems was a
large focus of her leadership. In talking about problems with people, she encouraged
people to accept responsibility for the problems by saying things like, "you are letting
yourself down.. .you know better than this. You can do better than this" (Interview 5,
2001, p.5). She reported that this had been effective.
Leslie's repeated description of herself being a "peon" at the principals' table
lends support to her notion that "principals have rank among principals" (Interview 5,
2001, p.2). Although she said, "I've risen in rank...I was the one female," she never
claimed to be at the top of this ranking although she has seniority (Interview 5, 2001,
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p.2). She continued to view herself as less than other principals, due to gender. She
believed that others viewed her this way also.
Commonly described actions by interviewed principals
Four actions were found to be common among the five principals' discourse
about their leadership careers.
Loving
Women stereo typically use the word "love" as a catch phrase when describing
things they favor, and the range of loved experiences is extremely wide. "Love" has
been used to characterize such menial tasks as shopping to descriptions of close
interpersonal relationships with family members.
Throughout interviews with the women principals, they all said they "loved"
certain aspects of their careers. Previous research indicated that women love
watching children grow and learn, valued support from family, mentors and those in
higher positions, and in general, worked harder and were better at their jobs than men
(Adler, 1993; Carpenter, 1989; Edson, 1988; Grady, Peery, & Krumm, 1997;
Helgesen, 1990; Marshall, 1997; Mims, 1992, Noddings, 1992, Shakeshaft, 1989).
All five principals talked about how they loved people and things related to being a
middle school principal. These things included loving: the school; middle school; the
children; other women's leadership; teachers efforts; and having autonomy as
leaders. They also spoke about the feeling of being loved primarily by children and
some by faculty members. These personal relationships were of utmost importance to
these women.
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Love for the school centered around the children. Cathy said, "I love children
and I don't want to lose that" (Interview 1, 2001, p.l). Vicky said, "I love being
around kids". Several of the principals miss the daily interaction with children that
they experienced as teachers. Teresa demonstrated this when she said, "I'm still not
sure if I want to be an administrator when I grow up. Because I loved [teaching] and
I miss the classroom - that interaction with the kids and the teaching part of it"
(Interview 4, 2001, p.2).
Only two principals had worked for female superintendents. They both
enjoyed working for them. Both of them were highly impressed with their leadership
abilities and style. Vicky said, "I absolutely love her leadership style and the focus
she is bringing to our system... we need to get with the program.. .and I love it"
(Interview 2, 2001, p.8). Since there were only 35, or 19.34%, of Georgia's
superintendents who were female, I felt fortunate to have talked with women who had
experienced their leadership. The other three principals had never worked for a
female superintendent.
Positive hard-working efforts by teachers were also reported as being loved by
the principals. Susan said, "I like grooming teachers who I feel.. .will go places.. .1
like seeing teachers who want children to go" (Interview 3, 2001, p.2). As Cathy said,
"There's a lot of difference in curriculum and instruction than teaching and
learning... Curriculum and instruction ...on paper looks great. But if you don't have
effective teaching within that classroom...learning is not going to take place"
(Interview 1, 2001, p.6). Principals appreciated hard working educators.
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Being a leader with ample support and autonomy was a requirement for
success, according to these five women. Teresa said, "one thing I dearly love about
working here is that you have autonomy to run a school the way it best meets the
needs of your kids" (Interview 4, 2001, p.6). Cathy also reported, "I run that school.
I've got it site-based managed... I never make a decision scared about what they're
going to do downtown, or not going to do" (Interview 1, 2001, p.4). Such autonomy
was loved because principals felt like they could fully administer decisions based on
needs of the school.
These comments implied that these principals also led their schools by way of
a top-down management system. By focusing on running the schools, as opposed to
leading the school or collaboratively making decisions about the schools, this
language allowed me to infer that some top-down management existed.
The term "love" was used frequently by the women in general. This was
commensurate with female discourse. Although there was a wide range of qualifiers
for things that were "loved," the principals focused on the relationships as most
endearing to them.
Teaching
Naturally, all five principals talked about the importance of teaching and
learning within their schools. They saw their jobs as being responsible and
accountable for these two activities to occur. Leslie said, "The success of a school is
the culmination or accumulation of the success between teacher and that teacher's
students. You know, the more successful they are, the more successful the school is"
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(Interview 5, 2001, p.l). Each principal shared success stories of students and at least
partial credit was given to teachers for encouraging those successes to take place.
Teachers who do not fulfill their duties create difficult situations for the
children, as well as the principal. Vicky said while she was considering making
application for the principalship, "I thought I'd need the courage to nonrenew people
who didn't' need to be in the profession" (Interview 2, 2001, p.5). Cathy also said, "if
a teacher fails and I nonrenew somebody... [I ask], what could I have done?"
(Interview 1, 2001, p.4). Four principals talked about helping teachers to grow
professionally. Cathy said, "you either help make them or get them out" (Interview 1,
2001, p.5). Vicky said that women confront problems more often than men because,
"we can do it in a helpful mode...How can I help you?" (Interview 2, 2001, p.3).
Their sense of being personally responsible to help teachers to improve their teaching
abilities was strong. They described it as a motherly responsibility they were feeling
due to the principal position within the school.
Leslie said she hoped she could, "help someone else not get [priorities]
confused and avoid some of the situations I've put myself and my family in"
(Interview 5, 2001, p.3). She was referring to the balance of work and family
responsibilities. Leslie also said that family issues were important for a principal to
understand and respect. She said, "as much as you love school and the kids
here...your biological family comes before the school" (Interview 5, 2001, p.3).
Although she did not elaborate, clearly the balance between family and career must
have been lopsided for her at times.
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Besides directly teaching and helping teachers to improve their professional
careers, four of the principals talked about the importance of holding high
expectations for teachers. Beginning the year, Susan gave faculty and staff members
a "Susan's Expectations in a Nutshell" which was a list of basic expectations that she
said, "I never deviate from that so nobody's got to guess where I'm coming from"
(Interview 3, 2001, p.6). She felt that this list helped teachers and staff members to
know what to expect from her. Teresa said, "we've rolled out some expectations and
beliefs that we had for spring of next year.. .1 want everybody to know what's coming,
to make informed decisions about where they want to be" (Interview 4, 2001, p. 10).
High professional expectations served as the basis for future help sessions and
discussions if expectations were not met. By being straightforward with these
expectations, principals felt like problems could be avoided. On the Principals as
Leaders survey, every principal rated straightforward as a minor or major strength for
them. Four out of five faculties also rated it that way.
Learning by principals
Not only were the principals interested in children learning, but all five of the
principals talked about what they were learning by being in a principal role. Susan
said, "I like to be with people who I can learn from" (Interview 3, 2001, p.8). Teresa
said, "I learn every day, you know there's not a day that goes by where I don't learn
something" (Interview 4, 2001, p.l). Allowing others to educate the principals has
not always been easy or natural feeling. When talking about delegation, Vicky
admitted, "I've had to learn over the years because I have in mind how I want things
done. So I have to be willing to accept what I get" (Interview 2, 2001, p.4).
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Clear communication was an area that every principal felt was important for
them to learn. Some have communication groups or teams while others frequently
addressed the entire faculty. Susan said, "we communicate a lot.. .too much I think"
(Interview 3, 2001, p.5). Teresa also talked about "constant communication" and her
efforts to be "open and candid with them [teachers]" (Interview 4, 2001, p. 10). Vicky
had more formal communication structures in place with the school improvement
teams and cluster teams. She referred to them as "communication groups." In a large
school, this seemed to her to be the most effective way to communicate with the staff
and faculty.
Communication with teachers, at times, seemed to be cumbersome to the
principals. Some tension was expressed by the principals between their authoritative
role and their "open door" practices. Much time was devoted to listening to teacher
concerns while, at the same time, some principals expressed their frustration with this
process. For example, Leslie said that after four years as principal at the middle
schools, "I'm still building trust." Reactions to changes in personnel assignments
surprised her the first year she was at the middle school. She said, "I just didn't
realize what the repercussions were going to be. But I let them [affected teachers]
know that the decision had the blessings of the powers that be and it's going to
remain" (Interview 5, 2001, p.l 1). Teachers fully expected their wishes to be
fulfilled. This was true with other situations and principals also.
Celebrating success
Two principals talked extensively about the importance of celebrating and
recognizing successes in their schools. Since success was the "ultimate reward,"
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Leslie said that it was important to celebrate all successes people make (Interview 5,
2001, p.74). Announcements and bulletin board displays helped to foster this
recognition of success. Vicky talked about her personal success as a leader, and also
how she encouraged others to become stronger leaders also.
Leslie talked about leading a faculty by cheering with them. She said, "You
cheer with them every opportunity you can. Cheer them on. Publicize the
good.. .with kids and staff too" (Interview 5, 2001, p.5). This was analogous to the
two types of power - "power to" and "power over" people (Wrong, 1997, p.221).
Leslie and Vicky described how they tried to collectively share the power within the
school setting. Their motivation sounded like an effort to create a web of inclusion, as
Helgesen has discussed.
Gender Hierarchy
All five principals agreed that gender played a part in leadership in some way.
Four of the five women described overt actions that served to promote the gender
dichotomy in administration. Gilligan (1982) also described how women related to
the world differently. Teresa has always worked for women, as a teacher and as a
principal. She said, "They don't even look at gender here. Nobody pressed me to hire
a male [assistant principal]. But I wanted one because there are certain situations,
searches and other things [where they are needed]" (Interview 4, 2001, p.6).

The

cognitive dissonance Teresa was experiencing has been shown to be common among
some women. She was following a common practice of hiring a male to handle part
of the administrative duties. She was clearly interested in hiring a male, although she
said, "They don't even look at gender here." She displaced herself from this general
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statement in order to avoid talking about it. This has been described as a nearly
subconscious effort.
As Susan said, "Gender is always going to play a role" (Interview 3, 2001,
p.4). Traditionally the men who have been principals in middle schools have set the
pattern for all principals, regardless of gender. Tong (1993) found that women's
freedom was limited through social forces. Within administration, this limitation was
evident according to the principals' experiences. These men were referred to by three
principals as "good ol' boys." Susan said, "there's a lot of stigma that goes along
with being a woman" (Interview 3, 2001, p.2). Leslie talked about her secretary's
experiences with phone calls to her. When Leslie was unavailable, people would ask,
"when will HE be in?...It's just an assumption really and I hope that's changing, but
it's almost assumed that the principal is going to be a male" (Interview 5, 2001, p.6).
Since Leslie has been a principal 11 years, she has a long history of working with
other male administrators and feeling like the "peon," simply due to her gender.
Leslie was the "Other." as de Beauvoir (1949) described. She described sitting at the
principals' table, as an analogy to a hierarchical position within the school system.
She made reference to feeling alienated due to her gender. She said, "I didn't feel like
I carried much weight because I was the new kid on the block and [was] a GIRL
amongst all these BOYS.. .like who made you come and play with us?" (Interview 5,
2001, p.3). Lately Leslie felt that she had "risen in rank" during her tenure in the
system (Interview 5, 2001, p.2). Similar findings by Biklen (1980) indicated that
women have been marginalized in administrative networks and were considered
sitting on the edge of being real leaders. Although they were employed as principals,
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they all shared a sense of being on the outskirts of the administrative loop. For
example, Leslie said, "it's almost like principals have rank among principals when
you get to the principals' table" (Interview 5, 2001, p.2).
All five principals gave examples of acting more masculine at times, in order
to accomplish something. Vicky said that she felt compelled to plan ahead in order to
make effective presentations and to have professional discussions with others. She
said, "I lay ground work before I make an edict sometimes to staff and...the board of
education. A male may just be able to say 'we've studied this. This is what we want
to do'" (Interview 2, 2001, p.6). The principals felt like they had to prove themselves
in much more formal and outward ways, simply because they were female (Marshall,
1979; Shakeshaft; 1989). For example, after seven years as an elementary principal
Leslie said, "I knew I was coming [to the middle school] with a good reputation, but I
still had to prove myself (Interview 5, 2001, p. 10).
In referring to this, three of the principals called it "playing the game."
Tannen (1990) found that women try to view things from a male perspective in order
to understand it. In doing so, these women principals also altered their behavior to fit
the role of principal. The more assertive behaviors often were shown in situations
where women determined a masculine approach was needed. Examples included,
working with construction crews or facility managers. Thus, the patriarchal nature of
administration has not been readily changeable (Mertz & McNeely, 1995; Smulyan,
2000). Although in 2001 more women worked in administrative roles, the historical
masculine expectations of principals remained. The principals indicated this in their
surveys and interviews.
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When talking about women, all five principals shared that they believe that, in
general, women were: better listeners; more family-oriented; more willing to confront
problems; and more willing to work hard. Four of the five principals had worked for
a woman and felt positive about it. The literature supported these beliefs also.
Spender (1980) and Tannen (1990) found that during communication women were
much better listeners and less likely to try to control a conversation.
When asked about a preference of a boss, three said they preferred a woman,
two were undecided. Since Leslie has never worked for a woman, she was unsure
about it. Cathy cited competence as the key factor to her preference, not gender.
Vicky said that she'd, "rather work for a woman. It is harder. It's a lot harder"
because of higher expectations (Interview 2, 2001, p. 12). Barrett & Bieger (1987)
found that faculties perceive female principals and superintendents favorably. But the
inclusion of masculine traits while leading was considered important also. Data from
the five female principals in this study support that also.
Hard work
All five principals talked about various aspects of their job that required
especially hard work. They all claim to be hard working principals, and willing to
accept these challenges. Most noteworthy were the people and politics that increased
the difficulty of their jobs. Cathy said, "teachers are the hardest people in the world to
change" (Interview 1, 2001, p.6). While Susan said, "sometimes you don't get the
support that you need from the county level" and that was unsettling to her. She said,
"if we don't get the support we need, then we're not going to stay.. .it's important to
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have that" (Interview 3, 2001, p.7-8). But Teresa said, "the associate superintendents
have been very supportive.. .seeing results helps. So they are supportive."
Three of the five principals talked about the difficulty with politics. As one
principal said, "The politics are difficult...that's just probably my personality"
(Interview 2, 2001, p.5). She was personally apologizing for making the politics
difficult, instead of relating it to a gender problem. This was another example of
cognitive dissonance. These include the politics outside and within the school.
Boards of education and central offices often created additional stipulations when
principals made decisions. Even when creating teams within the school, the politics
interfered, according to three principals. Administrative teams were reported to
"work real hard to make that team clear," according to Teresa (Interview 4, 2001,
p.4).
Transitions from the classroom to administration were tough for three of the
principals. Teresa, who has been an administrator for four years, said, "I still miss the
classroom. That was a tough transition. I didn't want to let go" (Interview 4, 2001,
p.2). All five principals reported making themselves accessible to students through
their open-door policy. They also interacted in hallways, cafeteria, athletic events and
somewhat in classrooms.
The challenge of the principalship was reportedly one of the toughest these
five women have experienced. Teresa was the first principal at a newly built middle
school. Two smaller middle school faculties were combined to make the faculty at
the new middle school. She said, "merging two faculties... has been one of the
biggest challenges of being principal for me" (Interview 4, 2001, p.5). This may be
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key in her low faculty evaluations. Susan said that the middle school children are, "a
challenge every day." As she laughed, she said, "I'm sure I'll walk out of here and
have a challenge waiting for me...but I'm up for the challenge" (Interview 3, 2001,
p.8). Vicky said that working for a woman has been more challenging, and that it has
made her work harder.
Analysis of Issues Related to Language
From the discourse with the five principals about their leadership and
experiences, several issues related to language became evident.
Value of the Personal Experiences
As the principals talked about the favorite part of their jobs, their passion for
education and children were evident. High intensity vocabulary through the
interviews included words like love, learn, teach, and collaborate. While they
appeared to value their experiences with children, they also noted some struggles with
teachers.
Three of the principals voiced their feeling that the switch from the classroom
to the office was difficult for them. Their job changed from being responsible for
children, to being responsible for teachers, primarily. They felt that their efforts were
worthwhile but also described the high amount of energy it took to keep up with the
demands teachers placed on them, both with personal and professional issues.
The principals tended to highly value the relationships with people within the
school system. While talking about these, they tended to use words like love, care,
and working together. Based on these relationships, the women talked a great deal
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about collaboration and teamwork. Decisions were often deferred to a group (either
entire faculty or leadership team) to make, placing value in their judgements.
Dependency on others for support, decisions, and direction run parallel with
the socially constructed expectations of women. Although collaborative work was a
highly valued work arrangement, at the time of this study, it also reinforces
dependency on others. All five of the female principals talked about their need for
support and the desire for their faculties to feel supported. These were similar to
discussions about a family unit. If everyone contributed their part, the whole group
would benefit.
Differences in Perceptions among Principals
As the five principals described the parts of being a leader that they value, they
were invariably different than those things that the women felt made them effective
principals. For example, they said they valued interaction with students but focused
on being strong and straightforward with people in order to be understood.
Hargreaves (1996) found that female high school principals also experienced a
contradiction in being a female and a leader. Gender was reinforced, created, and
recreated in their discourse. Such is the case with female middle school principals.
What principals do was different than the discourse about what they do. This
difference shed light on the perceptions of their own leadership. Their actions
correlated to more female traits and tendencies, such as caring and helping teachers.
The administrative discourse tended to be more business-like. Observation of these
five principals over time, to gain a fuller understanding of their leadership, would be
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valuable for further research. Their daily tasks and interactions would help to clarify
their perceived strength areas.
Essentializing feminine traits conceals the discrepancies within this gendered
group. This "hides much of the rich tapestry of how leadership is practiced by
different feminists working in different contexts" (Strachan, 1999, p.4). Simply
looking at the self-ratings from the Principals as Leaders surveys showed varied
patterns of female leadership strengths and assessment. Two of the principals rated
themselves very high and rated the list of characteristics as critical to the success of a
principal. The other three were varied and without much pattern to them. Comparing
the self-rating and faculty mean results from the surveys, there were no clearly
demarcated patterns of assessment between principals. This lends credence to the
notion that women practice leadership in a variety of ways (Helgesen, 1995,
Shakeshaft, 1989). Perceptions of these practices also vary widely.
Spinning the Web
Listening to the principals describe their leadership reminded me of
Helgesen's suggested analogy of the web of inclusion (1995). This detailed how some
women structure relationships within organizations. Instead of using "command and
control charisma" (Helgesen, 1995, p.6), some women transfer authority and power to
the front lines. This has often been called "empowerment." Although this term was
not used by the five principals, the term collaborative was frequently used by each of
them to describe this transfer of authority. They, as leaders, remained in the middle of
the web so they would be accessible to those all around them. Thus, the open door
policies that were spoken about and the direct interaction allow the principals to
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weave a network outward that incorporates all individuals. This gave women the
"notion of being connected to those around them, bound as if by invisible strands or
threads" (Helgesen, 1990, p.46).
This is similar to Gilligan's web of connection in which relationships are
structured with the middle being the ideal spot from which to interact with others
(1982, p.61). In the hierarchical structure of schools, leaders strive to reach the top of
the pyramid, which puts greater distance between them and those they lead. Gilligan
found that men tended to view administrative roles in this manner. Women, on the
other hand, tended to view their position as a leader at "the center of the network of
connection" (Gilligan, 1982, p.61).
Masculinity vs. Femininity
Women who work in primarily male-dominated careers as principals of
middle schools experienced a variety of issues related to their leadership. Although
there has been a notable increase in the number of female principals in Georgia, and
in the nation, the role of the principal has not changed significantly. Female principals
in this study valued the importance of including stereotypical male characteristics in
their leadership practices. They ranked some male characteristics higher than several
traditionally female characteristics. These were considered extremely important to
the success of any principal. Even though these traits may not come "naturally" for
these women, all five principals talked about employing them when they felt they
were more effective. Faculty surveys indicated that there was less importance put on
the masculine traits than the principal surveys showed.
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As the five female principals interviewed, their femininity was more evident
than it was on the Principals as Leaders survey results. The women indicated that the
lack of support for female leadership often hindered their efforts to alter their role as
principal. Collectively the most frustrating aspect of the principalship appeared to be
the lack of clear communication and understanding of working as a team within their
faculties. They seemed to be using a "hands on" approach to this work, but expressed
the tiring nature of this style.
Summary and Conclusions
The context in which female middle school principals worked largely
influences their leadership. This research helped to crystallize the perceptions of these
women in Georgia. By deconstructing traditional principal roles through the use of
quantitative and qualitative methods, a complex and partial understanding of them
emerged. Since the interviews included a small sample, their results are not readily
generalizable to larger populations. But the quantitative data lends itself to future
trends.
The percentage of female middle school principals has increased since the late
1920s. Especially in the last 10 years, the number of female principals in Georgia's
middle schools has grown. This trend is likely to continue as more women earn
higher degrees, and are given opportunities to be leaders in schools.
The role of principal provides a strong set of expectations. Historically males
have created and filled these positions in greater numbers, thus greatly masculinizing
the role of principal. Based on this research, characteristics commonly associated
with masculinity continue to be valued within the selected schools and with
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individual principals. Therefore, the interviewed women tended to practice both
masculine and feminine leadership traits in an attempt to be "successful" leaders.
Although more than half, 52.75%, of Georgia's principals were female during
this study, the principalship has not been widely altered by this increase in female
leadership. The interviewed principals were keenly aware of issues related to their
gender. They reported being treated as the "Other" and discourse about such
subordination was shared. Oppressive masculine and feminine practices continued in
the interviewed principals' careers. The social construction and molding of gender
actively effected these women's working relationships. This trend may change, as
more women become administrators in school systems.
As this study comes to an end, I must reflect on the initial research questions
that have guided my research about women administrators. The research questions
were:
1. How do female middle school principals perceive their leadership?
2. How do their faculty perceive their leadership?
3. What demographic variables may impact female middle school principals?
After studying five female middle school principals, it was evident that they
perceived their leadership as successful overall. They evaluated themselves more
critically than did their faculties. They "played the game" and recognized gendered
situations. "Playing the game" included adapting their actions and inclinations to
generally behave in a more masculine manner.
Middle school faculties' principal ratings tended to be higher than those from
the principals themselves on the majority of leader characteristics on the Principals as
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Leaders Faculty Survey. Overall the ratings ranged from high average (3.69) to nearly
major strength (4.88). Ethical was the characteristic that teachers rated principals the
highest and also as one of the most important to the success of a principal. Based on
the surveys, they appeared to perceive their current principals as effective, with minor
differences in their characteristic ratings.
In order to be successful within a patriarchal administrative system, principals
altered actions, based on expectations of being a woman or those traditionally related
to a principal's role. These were socially dependent situations. Although the "good
ol' boy" network, as the principals referred to it, has continued to thrive, these women
felt that they were creating some relationship to it. Some progress was being made to
strengthen networks between the female principals. One principal shared how the
female principals in her county met monthly to foster support, share common issues
and help with each other's situations. Such networking will likely strengthen their
support for leadership.
Many demographic variables appeared to be important to the presence of
female middle school principals. Geographic area and type of school system were
related to the incidence of the employment of women in these careers. The suburban
and urban areas in Georgia tended to have a higher percentage of female principals,
whereas rural areas had much fewer women. There were still 7.2% of Georgia's
public school systems that had no female principals. 49.8%, nearly half of Georgia's
public school systems did not have any women in the middle school principal
position.
Education credentials appeared high for the Georgia's female middle school
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principals. All of the principals who responded to the questionnaire reported having
advanced degrees. 6.54% held Master's degrees; 69.16% held Education Specialist
degrees; and 24.30% held Doctoral degrees. (See Table XV, p. 146.) With such
credentials these women must have been considered for promotion more readily than
they would have been without them. This has made it difficult for school systems to
overlook their leadership. The documentation of an advanced education clearly
qualified them for the job of principal at a higher level. Statistics for male middle
school principals were notably lower than this during the year 2000. The male middle
school principals had the following advanced degrees: 21.1% held Master's degrees;
62.6% held Education Specialist degrees; and 16.3% held Doctoral degrees (CPI Data
Collections: 10/2000). The discrepancy of Master's and Doctoral degrees was
notable. Women held 14.56% less Master's degrees, but 8% more Doctoral degrees
and 6.56% more Education Specialist degrees than did the men. Men have
traditionally been recognized as leaders without formal advanced education as these
Georgia statistics support (Blount, 1998; Shakeshaft, 1989).
Also administrative experience as an assistant principal, appeared to be a
commonality among Georgia's female middle school principals. 73.83% of the
principals for the 2000-2001 school year were assistant principals prior to becoming
principal. See Table XIV. Willingness to work more than 50 hours a week also
appeared to be a commonality among these principals. 86.74% of them work between
51 and 100+hours per week. (See Table XVI, p. 147.)
The current education reform efforts by Georgia's Governor, Roy Barnes,
were not perceived by principals to directly alter their role or responsibilities as
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principal.

The principals all said that the accountability issue was the major force

and pressure they felt from these efforts. But they also said that they will not change
the characteristics of what a "good principal" should be. The only part of HB 1187
that directly impacted their daily activities is the requirement for every administrator
to teach in the classroom for a total of five days during a school year. Some
principals believed that this requirement was made with positive intent of keeping
administrators in touch with the daily lives of children learning. But one said, "if
we're going to teach five days in addition.. .you know something is going lacking
because we have full time jobs" (Interview 5, 2001, p. 12). Added on to the already
high number of work hours, this requirement has become problematic for them.
Female middle school principals in Georgia clearly support the notion of
"female world of schools" as Shakeshaft (1987) suggested. They tended to focus on
the importance of interpersonal relationships, teaching and learning, and building a
sense of community within the school.

Thus this study affirmed these ideals as the

five principals have described and as the self-evaluation and faculties have shown.
Epilogue
As women enter the principalship, there are several factors they must consider.
Based on this study, women tend to be funneled into elementary principal positions.
From these positions, it appears that they are not promoted from these positions to
middle school principalships. (See Table XIV, p. 144.) This career pattern makes it
important for women to remember that the elementary principalship may be a "dead¬
end" job. Charol Shakeshaft found this to be true also in her research done in 1989
(11 years ago). (See Figure 11, p.84.)
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Entry into the middle school principalship brings added expectations. Not
only are they expected to be instructional leaders but well-versed in athletics, extra¬
curricular activities with a clear understanding of the connection of their curriculum
with high school curriculum. Experience in these areas helps one to be successful
while in a leadership position. Since only 15.89% of the female Georgia principals
have coached, they must learn their role in school athletics on the job. (See Table
XIV, p. 144.) The majority of Georgia women principals reported working more than
50 hours per week. (See Table XVI, p. 147.) Part of this time is spent working with
after school activities.
A woman entering the middle school principalship needs to keep in mind that
the general public expects "toughness" from her. Middle school students often
provide challenges that society sees as difficult. Masculine role models are often
desired by society due to this. Handling such situations with an "iron fist" is often
expected.
Women must lead schools by examining their personality traits and building
on their strengths. Accepting that leadership character traits do not fall in a linear
pattern helps all people feel less pressure to conform to gendered norms. The vision
of a continuum of gendered character traits allows for less divisive lines to be drawn
between genders.
Perceptions of leadership depend on past histories. I am hopeful that the
inclusion of women in the administration of middle schools will add current histories
to the field of administration. I hope this results in the encouragement of more varied
leadership styles. But women must feel comfortable and justified in their own
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leadership abilities and ways of leading for this transformation to occur. Feminist
views and standpoints during training and modeling must be included for this
confidence to grow for women and men.
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Karen Doty
From: <CharolShakeshaft@aol.com>
To: <kdoty@bulloch.k12.ga.us>
Sent: Thursday, January 25, 2001 12:11 PM
Subject: Re: permission to use figure
TO: Karen L. Doty
FR: Charol Shakeshaft, Ph.D.
Professor
Foundations, Leadership, and Policy Studies
RE: Use of Figure
This memo serves as permission to use a figure from my book in your
dissertation. Good luck with your research.

CharolShakeshaft, Ph.D.
Managing Director, Interactive, Inc.
11 Stewart Avenue
Huntington, New York 11743
631-351-1190; 631-351-1194 (fax)
Professor, Foundations, Leadership and Policy Studies
Hofstra University
Hempstead, New York 11549
516-463-5758; 516-463-5949
CharolShakeshaft@aol.com or CShakeshaft@lnteractiveinc.org
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Appendix B
The Georgia Middle School Principal Questionnaire

The Georgia Middle School Principal Questionnaire
Please complete the questionnaire and return it in the envelope provided. Please do not
put your name on the questionnaire. Completion and return of the Questionnaire will be
considered your permission to use the data. All responses are completely confidential.
I. Professional Demographics
1. How many total years have you served as a principal in any school system, including
this year?
2. How long have you been a principal in this school system, including this school year?
3. How would you characterize the community that your system serves? Please check
one.
□ Large urban
□ Medium urban
□ Suburban
□ Small town □ Rural
4. What position in education did you hold immediately prior to your first principalship?
5. What was your teaching area?
6. How many years teaching experience do you have (excluding administrative
experience)?
7. Have you ever been an athletic coach?
If so, how many coaching years?
8. What is the highest college/university degree (excluding honorary degrees) you hold?
□ Master's
□ Education Specialist
□ Doctorate
9. Was this degree attained in Georgia?
If not, in what state was the degree
conferred?
10. What was your major for your highest degree?
11. Please indicate your type of leadership certification? □ Renewable □ Probationary
□ Life
12. What is your annual salary? □ Less than $50,000 □ $50,000-59,999 □ $60,00069,999
□ $70,000-79,999
□ $80,000-89,999
□ $90,000 or more
13. Suppose you were starting out all over again, would you want to become a public
school principal?
14. Please indicate your anticipated year of retirement from the principalship.
15. Including weekends, how many hours do you average working each week?

II. Personal Demographics
16. Are you a native of Georgia?
17. If not, what is your state of birth?
18. Ethnicity: □ African American □ Asian □ Multiracial □ Native American □ White
□ Other
19. Age: □ under 35 □ 35-39 □40-44 □45-49 □ 50-54 □ 55-59 □ 60 or more
20. Gender: □ male □ female
21. Marital status: □ now married □ widowed □ divorced □ separated □ never married

Women School Administrators 250

Appendix C
Principals as Leaders Surveys

Principals as Leaders Survey
Self-Evaluation
Date:
Instructions:
This survey assesses your leadership characteristics, as a principal. Below are twenty-six
characteristics of leaders. Read each statement carefully. In selecting a response, please be
honest about your perceptions of these characteristics.
With the first scale, assess your leadership characteristics. Using the rating scale below,
determine your response. Then circle the corresponding number next to each item.
1 = Major Weakness
2 = Minor Weakness
3 = Average
4 = Minor Strength
5 = Major Strength
With the second scale to indicate how important you believe each competency is for any
principal to be successful. Using the rating scale below, determine your response. Then circle
the corresponding number next to each item.
1 = Not Important
2 = Less Important
3 = Useful
4 = Very Important
5 = Critical
How do vou rate yourself as a
principal?
1. Ambitious
2. Broad-minded
3. Caring
4. Clear communicator
5. Competent
6. Cooperative
7. Courageous
8. Dependable
9. Determined
10. Diplomatic
11. Ethical
12. Fair-minded
13. Forward looking
14. Honest
15. Imaginative
16. Independent
17. Inspiring
18. Intelligent
19. Lifelong learner
20. Loyal
22. Mature
22. Problem solver
23. Rapport builder
24. Self-controlled
25. Straightforward
26. Supportive

1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
1
2
Please do not

How important is this
characteristic for success of any
principal?
3
4
5
1
2
4
5
3
3
4
5
1
2
3
4
5
3
4
5
1
2
3
4
5
3
4
5
1
2
3
4
5
4
3
5
1
2
4
5
3
3
4
5
1
2
3
4
5
3
4
5
1
2
4
5
3
3
4
5
1
2
3
4
5
4
3
5
1
2
3
4
5
4
3
5
1
2
3
4
5
4
3
5
1
2
3
4
5
4
3
5
1
2
3
4
5
4
3
5
1
2
4
5
3
4
5
1
2
3
3
4
5
3
4
5
1
2
4
5
3
4
3
5
1
2
3
4
5
4
3
5
1
2
3
4
5
4
5
1
2
3
4
5
3
4
5
1
2
3
4
5
3
2
4
5
1
3
4
5
3
4
1
5
2
3
4
5
3
4
1
2
3
5
3
4
5
4
1
3
5
2
3
4
5
4
1
2
3
3
4
5
5
4
3
5
1
2
3
4
5
4
3
5
1
2
3
4
5
write your name on this sheet.

Principals as Leaders
Faculty Survey
Date:
Instructions:
This survey assesses your principal's leadership characteristics. Below are twenty-six
characteristics of leaders. Read each statement carefully. In selecting a response, please be
honest about your perceptions of these characteristics.
With the first scale, assess your principal's leadership characteristics. Using the rating scale
below, determine your response. Then circle the corresponding number next to each item.
1 = Major Weakness
2 = Minor Weakness
3 = Average
4 = Minor Strength
5 = Major Strength
With the second scale to indicate how important you believe each competency is for any
principal to be successful. Using the rating scale below, determine your response. Then circle
the corresponding number next to each item.
1 = Not Important
2 = Less Important
3 = Useful
4 = Very Important
5 = Critical
How do you rate your
How important is this
principal?
characteristic for success of any
principal?
1. Ambitious
1
2
3
4
5
1
2
3
4
5
2. Broad-minded
1
2
3
4
5
1
2
4
3
5
3. Caring
1
2
4
3
5
1
2
3
4
5
4. Clear communicator
1
2
3
4
5
1
2
3
4
5
5. Competent
1
2
3
4
5
1
2
4
3
5
6. Cooperative
1
2
3
4
5
1
2
4
3
5
7. Courageous
1
2
3
4
5
1
2
3
4
5
1
2
3
4
5
8. Dependable
1
2
3
4
5
4
5
1
2
9. Determined
1
2
3
3
4
5
4
5
1
2
3
1
2
3
4
10. Diplomatic
5
4
1
2
3
5
1
2
3
4
11. Ethical
5
4
3
5
1
2
3
4
12. Fair-minded
1
2
5
4
5
1
2
4
1
2
3
3
5
13. Forward looking
1
2
3
4
5
1
2
3
4
5
14. Honest
4
5
1
2
3
4
3
1
2
5
15. Imaginative
4
5
3
1
2
3
4
5
1
2
16. Independent
4
5
1
2
3
4
3
1
2
5
17. Inspiring
4
5
1
2
3
4
3
1
2
5
18. Intelligent
4
5
1
2
1
2
3
3
4
5
19. Lifelong learner
4
5
1
2
3
3
4
1
2
5
20. Loyal
4
5
1
2
3
3
4
22. Mature
1
2
5
4
5
1
2
3
1
2
3
4
22. Problem solver
5
4
5
1
2
1
2
3
3
4
23. Rapport builder
5
4
5
1
2
3
1
2
24. Self-controlled
3
4
5
4
5
1
2
3
1
2
25. Straightforward
3
4
5
4
5
1
2
3
26. Supportive
1
2
3
4
5
Please do not write your name on this sheet.
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Appendix D
Letter to principals requesting survey completion

KAREN

L.

DOTY

Dear Middle School Principal,
My name is Karen Doty. I am a doctoral student in the Curriculums Studies program
at Georgia Southern University. I am working on my dissertation. I am interested in
studying women in public middle school administration. The present study is an
attempt to examine the perceptions of these leaders and the routes they have taken to
become administrators in our state. The attached survey has been developed for this
purpose.
The purpose of this letter is to request your assistance in gathering data to examine
this issue. There is no penalty should you decide not to participate. If you agree to
participate, please complete the Principals as Leaders Self-Evaluation and place it in
the envelope provided. Completion and return of the survey will indicate
permission to use the information you provide in the study. Please mail the
envelope to the address below. Please be assured that your responses to the survey
will be completely confidential. All of the surveys and return envelopes are identical.
Your response will not be identifiable from those of other participants. It will be most
helpful if you will answer every item in the survey, but you may choose not to answer
one or more of them, without penalty. If you would like a copy of the study's results,
you may indicate your intent below.
Please give 5-8 of your faculty members a Principals as Leaders Survey to complete
about your leadership. Once finished, place in the enclosed envelope with yours and
return to me.
If you have any questions about this research project, please call me at (912) 8393404. If you have any questions or concerns about your rights as a research
participant in this study, they should be directed to the IRB Coordinator at the Office
of Research Services and Sponsored Programs at (912) 681-5465.
Let me thank you in advance for your assistance in studying this issue.

Respectfully,

Karen L. Doty

324 DOGWOOD TRAIL • STATESBORO, GEORGIA • 30 461
PHONE: (9 12)587-2341.1 • FAX: (912) 839-2357
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Appendix E
Letter to principals requesting interview volunteers

KAREN

L.

DOTY

Dear Middle School Principal,

In order to complete my research on women in middle school pnncipalships in Georgia,
I need to conduct interviews with several principals. I am soliciting your interest in
participating in such an interview. I will travel to your school to interview you about
being a principal, the barriers you may face and how your gender fits into your
administrative role. The interview will last approximately two hours.
I will begin these interviews in March. Please let me know if you are interested in taking
part in this study by returning the bottom of this letter to me by March 12. I will be in
contact with you within the next few weeks about details. If you have questions about
the interviews, please give me a call at the number below or e-mail me at
kdotY@bulloch.k 12.ga.us
Thanks for your time. I look forward to hearing from you.
Sincerely,

Karen L. Doty
Georgia Southern University Doctoral Student

I am interested in participating in an interview with you.
Name
Address

School name _
School address

Phone number
Fax number
E-mail

School phone number

1. Demographic description of the school system:
□ Large urban
□ Medium urban
□ Suburban
□ Small town
□ Rural
2. How many total years have you served as a principal in any school system, including
this year?
3. Ethnicity: □ African American □ Asian □ Multiracial □ Native American □ White
□ Other

3 2 4 DOGWOOD TRAIL • S T A T E S B 0 R O . GEORGIA • 3 0 461
PHONE ('J 12)587-234 0 (HO ME)/( 9 12)83^-341)4 (WORK) • FAX: (912) 8 3 9- 2 3 5 7
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Appendix F
Reminder letter to principals requesting survey completion

KAREN

L.

DOTY

Dear Middle School Principal,
A short time ago, you were mailed a survey about being a Georgia middle school principal. I
sent this survey to you because I am working on a dissertation about the women principals
of middle schools in Georgia.
If you already returned your survey, please accept my sincere thanks. If not, please do so
today. If by some chance you did not receive the survey, or it was misplaced, please
complete the enclosed one.
Your response will help me shape and develop a profile about the women who serve in
middle school principalship positions. Thank you for helping me make this study successful!

Sincerely,

Karen L. Doty

324 DOGWOOD TRAIL • STATES BORO, GEORGIA • 31)461
PHONE: (9 12) 587-234 0 • FAX: (9 12) 835-2357
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Appendix G
Table IX: 2000-2001 Georgia Public School Principal Data

259

Table IX
2000-2001 Georgia Department of Education Public School Data
Georgia County

Percent of Female Percent of Female Middle

Appling
Atkinson
Atlanta City
Bacon
Baker
Baldwin
Banks
Barrow
Bartow
Ben Hill
Berrien
Bibb
Bleckley
Brantley
Bremen City
Brooks
Bryan
Buford City
Bulloch
Burke
Butts
Calhoun
Calhoun City
Camden
Candler
Carroll
Cairo 11 ton City
Cartersville City
Catoosa
Charlton
Chatham
Chattahoochee
Chattooga
Cherokee
Chickamauga City
Clarke
Clay
Clayton
Clinch
Cobb

Principals in the County
33.30
0.00
64.90
33.30
0.00
78.00
60.00
46.00
50.00
50.00
40.00
79.50
50.00
50.00
66.70
50.00
75.00
75.00
62.50
60.00
75.00
100.00
25.00
45.00
33.00
47.30
66.70
25.00
50.00
0.00
72.00
50.00
0.00
40.60
0.00
70.00
100.00
42.80
75.00
72.40

School Principals
0.00
0.00
56.30
0.00
0.00
100.00
100.00
100.00
12.50
0.00
100.00
60.00
100.00
100.00
100.00
100.00
0.00
100.00
0.00
100.00
100.00
100.00
0.00
0.00
0.00
33.30
100.00
100.00
0.00
0.00
70.00
0.00
0.00
25.00
0.00
25.00
0.00
50.00
0.00
63.20
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Georgia County

Percent of Female Percent of Female Middle

Colquitt
Columbia
Commerce City
Cook
Coweta
Crawford
Crisp
Dade
Dalton City
Dawson
Decatur
Decatur City
Dekalb
Dodge
Dooly
Dougherty
Douglas
Dublin City
Early
Echols
Effingham
Elbert
Emanuel
Evans
Fannin
Fayette
Floyd
Forsyth
Franklin
Fulton
Gainesville City
Gilmer
Glascock
Glynn
Gordon
Grady
Greene
Gwinnett
Habersham
Hall
Hancock
Haralson
Harris
Hart

Principals in the County
38.50
60.00
66.70
66.70
52.00
33.30
83.30
0.00
28.60
20.00
33.30
88.90
62.20
25.00
25.00
62.00
70.30
42.80
25.00
0.00
54.50
28.60
57.10
66.70
40.00
47.80
55.00
71.40
40.00
71.40
60.00
0.00
100.00
53.50
25.00
28.60
33.30
65.00
36.40
41.40
30.00
16.60
14.20
50.00

School Principals
0.00
50.00
100.00
100.00
50.00
100.00
100.00
0.00
100.00
0.00
0.00
100.00
50.00
0.00
0.00
28.50
60.00
0.00
100.00
0.00
50.00
100.00
0.00
100.00
0.00
60.00
50.00
100.00
100.00
76.90
0.00
0.00
0.00
75.00
50.00
0.00
0.00
50.00
50.00
66.70
0.00
0.00
0.00
0.00

261

Georgia County
Irwin
Jackson
Jasper
Jeff Davis
Jefferson
Jefferson City
Jenkins
Johnson
Jones
Lamar
Lanier
Laurens
Lee
Liberty
Lincoln
Long
Lowndes
Lumpkin
Macon
Madison
Marietta City
Marion
McDuffie
Mclntosh
Meriwether
Miller
Mitchell
Monroe
Montgomery
Morgan
Murray
Muscogee
Newton
Oconee
Oglethorpe
Paulding
Peach
Pelham City
Pickens
Pierce
Pike
Polk
Pulaski
Putnam

Percent of Female Percent of Female Middle
School Principals
Principals in the County
50.00
0.00
55.50
0.00
50.00
100.00
50.00
0.00
75.00
75.00
50.00
0.00
33.30
0.00
50.00
0.00
57.10
100.00
33.30
0.00
66.70
100.00
8.30
0.00
42.90
0.00
64.30
33.30
66.70
100.00
50.00
0.00
63.60
0.00
50.00
0.00
33.30
0.00
71.40
100.00
75.00
100.00
33.30
0.00
14.20
0.00
66.70
100.00
25.00
50.00
50.00
100.00
75.00
100.00
40.00
100.00
33.30
100.00
0.00
0.00
25.00
0.00
50.10
33.30
29.40
0.00
28.60
0.00
0.00
50.00
25.00
42.90
50.00
33.30
0.00
33.30
0.00
20.00
50.00
0.00
100.00
75.00
33.30
0.00
0.00
25.00
25.00
0.00
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Georgia County

Percent of Female Percent of Female Middle

Randolph
Richmond
Rockdale
Rome City
Schley
Screven
Seminole
Social Circle City
Spalding
Stephens
Stewart
Sumter
Talbot
Taliaferro
Tattnall
Taylor
Telfair
Terrell
Thomas
Thomaston-Upson
Thomasville City
Tift
Toombs
Towns
Treutlen
Trion City
Troup
Turner
Twiggs
Union
Valdosta City
Vidalia City
Walker
Walton
Ware
Warren
Washington
Wayne
Webster
Wheeler
White
Whitfield
Wilcox
Wilkes

Principals in the Countv
25.00
62.00
62.90
45.50
50.00
33.30
50.00
33.30
37.50
16.70
33.30
75.00
100.00
0.00
42.80
66.70
25.00
33.30
20.00
85.70
71.40
45.50
50.00
0.00
0.00
33.30
65.00
33.30
80.00
0.00
22.20
50.00
33.30
45.50
58.30
33.30
50.00
37.50
100.00
0.00
60.00
31.60
0.00
50.00

School Principals
100.00
50.00
33.30
0.00
0.00
0.00
100.00
0.00
50.00
100.00
100.00
100.00
100.00
0.00
66.70
0.00
0.00
0.00
0.00
100.00
0.00
0.00
0.00
0.00
0.00
100.00
66.70
0.00
100.00
0.00
0.00
100.00
33.30
50.00
50.00
0.00
0.00
50.00
0.00
0.00
0.00
0.00
0.00
100.00
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Georgia County
Worth

Percent of Female
Principals in the County
50.00

Percent of Female Middle
School Principals
0.00

Note. Data is from Certified Personnel Information (CPI) Data Collections: 10/2000
from the Georgia Department of Education.
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Appendix H
Georgia Southern University Institutional Review Board Transmittal page

Georgia Southern University
Office of Research Services & Sponsored Programs
Institutional Review Board (IRB)
Phone: 912-681-5465
Fax: 912-681-0719

OvTsight@gasou.edu

P.O. Box 8005
Statesboro, GA 30460-8005

To: Karen L. Doty
Curriculum, Foundations and Research
Cc: Dr. Delores Liston, Faculty Advisor
Curriculum, Foundations and Research
From: Mr. Neil Garretson, Coordinator Mj—
Research Oversight Committees (1ACUC/IBC/1RB)
Date: September 15, 2000
Subject:

Status of Application for Approval to Utilize Human Subjects in Research

After an expedited review of your proposed research project titled "Women in Public School Administration in
Georgia: A Feminist Analysis of the Perceptions of Women in Power," it appears that the research subjects are at
minimal risk and appropriate safeguards are in place. I am, therefore, on behalf of the Institutional Review Board
able to certify that adequate provisions have been planned to protect the rights of the human research subjects. This
proposed research is approved through an expedited review procedure as authorized in the Federal Policy for the
Protection of Human Subjects (45 CFR §46.110(7)), which states:
(7) Research on individual or group characteristics or behavior (including, but not limited to,
research on perception, cognition, motivation, identity, language, communication, cultural beliefs
or practices, and social behavior) or research employing survey, interview, oral history, focus
group, program evaluation, human factors evaluation, or quality assurance methodologies.
However, this approval is conditional upon the following revisions and/or additions being completed prior th<
collection of any data:
1. This approval is based, in part, on your statement that: "The sample questions (in Appendix B) are
approximations of my final instrument, but my final instrument will not deviate significantly from this sample."
If your final questionnaire does deviate significantly - especially with respect to potentially sensitive or
embarrassing questions - you will have to submit an amended request for IRB approval before implementing
the use of the questionnaire. In either case, you will need to submit a copy of the finalized insffument to the
IRB.
2. You will need to revise your informed consent document(s) and replace any use of the term "anonyirious" with
confidential. Your methodology and data collection instrument are such that you CANNOT guarantee the
respondents anonymity, only their confidentiality.
If you have any questions, comments, or concerns about these conditions of approval, please do not hesitate to
contact the IRB Coordinator. Please send a copy of all revised and/or additional materials to the IRB Coordinator ai
the Office of Research Services and Sponsored Programs (PO Box 8005).
This IRB approval is in effect for one year from the date of this letter. If at the end of that time, there have beei
no changes to the exempted research protocol, you may request an extension of the approval period for an additiona
year. In the interim, please provide the IRB with any information concerning any significant adverse event,
whether or not it is believed to be related to the study, within five working days of the event. In addition, if a
change or modification of the approved methodology becomes necessary, you must notify the IRB Coordinator
prior to initiating any such changes or modifications. At that time, an amended application for IRB approval may
be submitted. Upon completion of your data collection, please notify the IRB Coordinator so that your file may be
closed.
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